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ABSTRACT
There is a growing perception that more accountability, in the form of
systemwide testing, will somehow lead to improvements in the quality of public
education. The formulation of regional and national standards and benchmarks
has also led to the increased use of curriculum based testing programs. The
purpose of this study was to examine the effects of a districtwide
criterion-referenced testing program that has been administered annually since
1989 in a school district in Manitoba. The study specifically addressed whether
the testing program had impacted on students’ academic achievement and on
the attitudes and instructional behaviors of the educators involved with the tests.
The annual grade eight mathematics and reading test scores from 1992
to 1996 were analyzed to determine whether students’ test scores had
improved over the five years. Teachers and administrators responded to a
questionnaire containing 15 Likert items and one open-ended item. Interviews
were also conducted with some of the respondents.
Students’ test scores showed no overall increases on the test subscores
over the five years, although significant differences were noted between
schools and between years and schools. Increases were evident in the number
of students scoring in the 0-20% range on the subtests in both reading and
mathematics. Increasingly, schools’ mean subtest scores fell within 5% of the
district means, which would seem to indicate that program delivery had become
more consistent since the inception of the testing program. Approximately half
XI

the teachers reported that they found the information generated by the tests
useful and were in favor of retaining the testing program, while approximately
25% were not in favor of it, and 25% were undecided. Administrators’
responses were similar to the teachers’ responses except that administrators
indicated stronger support for the district’s tests and for the use of any form of
year-end testing program. The open-ended survey item and the interviews
seemed to indicate that teachers thought that the testing program had some
value in focusing both students and teachers on the curriculum content and in
maintaining some consistency of programming across the district’s six schools.
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CHAPTER I
INTRODUCTION
In the public schools of North America, the past decade has witnessed a
proliferation of the use of student achievement tests. Similarly, in Britain, the
Education Reform Act of 1988 resulted in the introduction of national testing for
all 7,11, 14, and 16 year old pupils commencing in 1992. With the increasing
amount of resources being allocated to the administration of large scale testing
programs in the United States, Canada and Britain, it is important to question
the reasons for such programs, to examine for what purposes the test results
are used, and to determine what benefits, if any, are derived.
Throughout the long history of tests and examinations, their primary
purpose has been that of selection. During the reign of the Great Shun, which
ended in 2205 B.C., military officers were subjected to three examinations every
three years and at the end of a nine year period were either promoted or
dismissed based on their test results (Ebel & Damrin, 1960). From this era,
when the Chinese writing system was newly developed and books
comparatively rare, it took the passing of another thousand years until the
introduction of the elaborate, seven two-hour long, written examinations which
were used to both select candidates for admission to the Chinese civil service
and to determine continuance of employment (Popham, 1981).
In medieval Europe, where educational opportunities were divided
between members of a privileged aristocracy and those of an ecclesiastical
1
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vocation, universities, from their inception, relied upon oral examinations.
Whereas the Chinese examinations were used to select those most capable of
serving the Chinese Empire, the universities of northern Italy and central
England emphasized oral examinations, such as the Cambridge Tripos, to
justify the attainment of degrees and honors (Ebel & Damrin, 1960). This
remained the predominant testing format until the Industrial Revolution and its
need for universal literacy, even though during the 12th century crusades, the
science of paper manufacturing was introduced to western Europe by the
Arabs, who themselves had obtained it from the Chinese (Dubois, 1970). In
1599, the Jesuits of St. Ignatius departed from the practices of the time and
introduced written tests under their examination rules which also contained a
theory and statement of instruction and testing. The Jesuit order was renowned
for its discipline, rigor, and scholarship and it took almost another 200 years
before its practices became more commonplace (Ebel & Damrin, 1960).
Before the close of the 18th century many European universities had
adopted written examinations and with increases in both literacy and
government bureaucracies, open civil service examinations were developed, at
first in Britain and later in the United States when the first permanent Civil
Service Commission was established in 1883. Efforts were made to establish
the predictive validity of the examinations by comparing entrance test scores
with successful employment.
It was almost 150 years ago, in the public school system of Boston, that
Horace Mann played a prominent role in developing tests and examinations
whose sole purpose was neither selection nor certification. To resolve disputes
over the quality of public education between the detractors and supporters of
the public school system, uniform written examinations were administered to a
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sampling of Boston students. The examinations required essay responses and
the results gave impetus to the widespread replacement of oral examinations
with written tests. It is also perhaps the first, well publicized example of a testing
program that was designed and administered to determine the level of
educational standards in a public school system, and, in doing so, identified the
need for more objective means of evaluating educational attainment (Worthen &
Sanders, 1987).
This need was addressed by Joseph Rice who, by the end of the 19th
century, had overseen the administration of 33,000 standardized spelling tests
(Mehrens & Lehmann, 1969). In an effort to make tests more objective, Rice
emphasized the need for standardized test taking conditions. In 1902, he
concluded similar work with a standardized arithmetic test. The development of
such tests, heavily influenced by Frederick Taylor and the proponents of
scientific management (Callahan, 1962), was continued by Thorndike and his
establishment of the Teachers’ College of Columbia University, where the
measurement specialists, who designed many of the standardized achievement
tests of the early 1900s, were trained (Popham, 1981). In England, George
Fisher, a teacher and a church minister, devised what are generally
acknowledged to be the first objective tests of student achievement (Mehrens &
Lehmann, 1969). His battery of tests was divided into subtests that he
incorporated into his Scale Book, which provided norms and the highlighting of
inter- and intra-student strengths and weaknesses.
The work of Starch and Elliot (1912) highlighted the disadvantages of
essay type testing items, particularly that of inter-reader reliability . This led,
along with the influence of Alfred Binet and the development of intelligence
tests, to the increasing popularity throughout the first half of the 20th century of
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selected response or short answer norm-referenced tests. Such tests were
used most frequently for the diagnosis or selection of individual students but
there was also the underlying assumption that, just as industry had benefited
from time measurement and specialization, so too could the public education
system be made more efficient with the application of the principles of scientific
management. The New York Regent’s Exam, which was started in 1865, was
the first and arguably the most effective of all such systemwide testing programs
(Ebel & Damrin, 1960).
As achievement tests became more objective, more reliable, and more
purpose specific, there was increasing attention focused on test validity. Tyler
became a leading advocate of test development designs which began with the
appropriate identification and selection of the objectives to be measured. His
involvement with the Eight Year Study and the Progressive Education
Association (Aiken, 1942) witnessed the development of test instruments to
determine students’ various skill levels in such tasks as interpreting data,
applying principles, and understanding the nature of proof. Further, these tests
were used to appraise the comparative effectiveness of a particular educational
approach rather than concentrating solely on the relatively narrow and easily
measurable domains of students’ knowledge and skills that had so dominated
test design during the first quarter of the century (Mehrens & Lehmann, 1987).
Recognition of the need to identify and define the objectives that a test
was designed to examine was the precursor to what are now generally referred
to as criterion-referenced tests. After World War II, there was some shift towards
involving teachers more in the testing process with less reliance upon
measurement specialists. This was particularly true if the purpose of the testing
program was to evaluate programs rather than to rank, sort, or select students.
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The general premise of this action research oriented approach was that the
technical sophistication of the tests would be secondary so “that the evaluation
process will be a valuable learning experience for the teachers that engage in
it" (Hagen & Thorndike, I960, p. 483).
In the 1960s and early 1970s, there arose criticism of achievement tests,
particularly those which were used as the basis for critical decisions regarding
students and schools. Such tests have been referred to as “high stakes,” a term
that has been attributed to Popham (Madaus, 1988) and describes tests that are
used to select, certify, or place students, influence the appraisal of teachers and
administrators, or impact upon resource allocation.
It was claimed (Mehrens & Lehmann, 1987) that tests, although good
early predictors of student success in school, only measured what was easily
measurable and that they did not reflect the ever broadening scope of the
modem curriculum. Most tests were also dependent upon students’
performance on a given day, with specified time constraints, and results were
biased by students’ test taking abilities. It was further claimed that the testing
system was unfair to disadvantaged children, to the extent that the entire 1976
spring issue of the Journal of Educational Measurement was devoted to the
issue of test bias.
In Britain, the “eleven plus” exam for all 11 year olds had been
discontinued by 1972, although essay type university entrance examinations
were still required. In most Canadian provinces mandatory grade 12
examinations were phased out. By the early 1970s, in both Canada and Britain,
norm-referenced tests were used almost exclusively for screening and selecting
students, principally for special education programs. Standardized,
commercially produced tests continued to be widely used in the United States
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usually for comparison purposes or to fulfill funding obligations. Schools used
the results of student achievement to determine readiness for learning,
diagnose learning problems, place students in appropriate educational settings,
and inform teachers, students, and parents about student achievement
(Suarez & Gottovi, 1992). The prevalence of testing programs in the United
States now seems largely unquestioned, as “norm-referenced, standardized
tests, trusted by many as reliable and valid measures of student achievement
have been a routine part of American students’ school experiences since the
mid-1900s” (Taylor & Walton, 1997, p. 67).
During the past 25 years the public school systems in the United States,
Canada, and Britain have all experienced, to some degree, pressure to be more
accountable to the public. In Britain, Margaret Thatcher’s conservative
government laid the legislative foundation for the creation of the country’s Office
for Standards in Education, better known by its acronym as OFSTED, the
revitalization of an inspectorate system, the creation of a national curriculum,
and nationwide competency tests for all 7,11,14, and 16 year olds annually.
In the United States in 1979, over 24 states had implemented some form
of competency testing and by 1987 this had increased to 30 states (Marshall,
1987). It was perhaps the publication of A Nation at Risk in 1983 that elevated
the question of educational standards in the country’s schools to the level of a
national debate. The document called for the adoption of more measurable
standards and the administration of standardized achievement tests for all
students at major transition points from one level of schooling to another.
Similar to the United States, the legislative responsibility for education in
Canada rests with each individual province. Most provincial governments
curtailed their school inspection programs in the early 1970s and had
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substituted provincewide assessment programs that were selectively
administered to specific grade levels in certain subjects, most frequently
language arts or math, on a rotational basis. The main purpose of these
assessments was to provide educators with a one time profile of one particular
subject at one grade level in an attempt to highlight any provincewide curricular
strengths and weaknesses that may exist. In Manitoba, the last of these
assessments was administered at the grade 4 and grade 12 levels in social
studies in May of 1989.
Given Canada’s lack of enthusiasm for standardized, norm-referenced
tests and given that many of the same social and economic conditions that were
driving the accountability movement in the United States and Britain also
existed in Canada, there was growing political pressure on school districts to
make the public school system somehow more accountable to parents and
taxpayers.
In all three countries there was the fear that a lack of public school
accountability had resulted in falling standards (Austin & Garber, 1982; National
Commission on Excellence in Education, 1983) to the extent that their
respective national economies were disadvantaged in trying to compete with
Germany, Japan, and the increasingly industrialized countries of southeast
Asia. The national levels of unemployment throughout much of the 1980s
remained high, particularly in Canada and Britain (International Labour Office,
1987), and the results of the International Assessment of Educational Progress
tests in math and science, published in 1989 and 1992, seemed to reinforce the
fear of economic stagnation because of the perception of falling educational
standards.
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Demographic changes were also contributing to the call for
accountability. In all three countries a declining or stable birthrate, together with
increased life expectancy, had reduced the proportion of the population who
had children in school. At the same time, public expenditure on education had
increased while the overall number of children in school had decreased.
Taxpayers who did not have children in school indicated that they were less
satisfied with the perceived quality of public schools and less willing to increase
public expenditures on their operation than taxpayers who did have children in
school (Rose, Gallup, & Elam, 1997). It is also interesting to note that parents
who were satisfied with the school their child was attending were less satisfied
with the school system in general.
It was in this general climate for greater accountability that one school
district in northern Manitoba endeavored to formulate a districtwide assessment
policy that would address what were perceived to be various local needs
related to student achievement and program effectiveness. Also of concern was
the opportunity to learn issue, as it was hoped that any proposed districtwide
test would increase the consistency of programming and ensure delivery of the
provincially mandated curriculum.
The School District of Mystery Lake
The School District of Mystery Lake, located in Thompson, northern
Manitoba, has a student population of between 3,700 and 4,000 students
enrolled in seven schools. There is one comprehensive high school for grades
9 to 12 with an average annual enrollment of approximately 1,300 students.
There are six kindergarten to grade 8 schools averaging approximately 450
students in each school. One of the six elementary schools is a dual track
school that has an English and a French language track. The high school also
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provides French immersion programming so that students, if they so wish, can
receive all their education from kindergarten to grade 12 in the French
language. The high school also has extensive vocational programming, as well
as offering courses in the Cree language and Native Studies.
Thompson has a population of approximately 15,000, a third of whom are
estimated to be of aboriginal ancestry. The immediate area was largely
uninhabited on a permanent basis until the discovery in 1956 of what is now
known as the Thompson nickel ore deposit (Buckingham, 1987). The ore
deposit and the necessary infrastructure, as well as much of the early town site,
were developed by the International Nickel Company (INCO), which is still by
far the city’s biggest employer with a work force of approximately 3,000. The
first school opened in Thompson in a house on Juniper Street in 1958.
Thompson has also become a regional administrative center for the provincial
government, for the provision of health care and policing services, and as a
transportation center for northern Manitoba and the Keewatin region of the
Northwest Territories. Utility companies, such as Manitoba Hydro and the
Manitoba Telephone Company, also have regional administrative and
maintenance departments in Thompson.
Every two years the school district elects a seven member board of
trustees, who attend meetings every second Tuesday that are broadcast on
local television. The majority of trustees are either professional or business
people, many with middle management positions, either at the INCO mine or
with various government services. Until 1997, no representatives from the
aboriginal community had ever been elected to the school district’s board of
trustees.
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The Mystery Lake Testing Program
In 1988 a districtwide student evaluation committee was formed at the
request of the superintendent and was comprised of teachers and
administrators from the school district. The committee’s mandate was to
formulate a district student evaluation policy that could be forwarded to the
board of trustees for approval or amendment. It was felt by the superintendent
and many of the district’s teachers that there was a need to have a common and
consistent approach in determining to what extent the district’s students were
reaching the objectives of the provincially mandated curriculum. The committee
recommended that students be tested annually in math and English language
arts at selected grade levels using a commercially produced norm-referenced
test. It further recommended that students from grade 3 to grade 9 be tested at
the end of each school year in math, English language arts, science, and social
studies, using locally constructed criterion-referenced tests. These tests would
focus on what were deemed to be the critical objectives of the Manitoba
Department of Education’s curriculum documents and it was envisaged that the
district would expend the resources necessary to compile a bank of appropriate
test questions for each subject and grade level.
The board approved the committee’s recommended student evaluation
policy and responsibility for its implementation was given to the assistant
superintendent. In May and June of 1988, pilot tests, constructed! by several
teachers from the district’s schools, were administered in grade 8 math and
language arts. The norm-referenced Canadian Test of Basic Skills was also
administered to the district’s grade 4 and grade 10 students.
In the fall of 1989, the district’s three curriculum coordinators for the
kindergarten to grade 6 and grade 7 to grade12 areas were given the
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responsibility to further develop the criterion-referenced testing program and
oversee its administration. Owing to the cost factor, the superintendent’s
department made the decision not to continue with the norm-referenced testing
program as little use had been made of the results.
In June of 1990, criterion-referenced tests were administered to all
students in grade 7, 8, and 9 math and English language arts, grade 6 English
language arts, and grade 4 math. All the grade 4, 6, 7, and 8 tests were
constructed by committees chaired by a curriculum coordinator with one teacher
from each of the six schools. In the case of the grade 9 tests, the committee
consisted of all members of the high school department who taught the
particular grade and subject. The coordinators, with the agreement of the
assistant superintendent and the schools’ principals, decided the manner in
which the test results would be compiled and presented.
Owing to the purposes of the testing program, which were later
elaborated upon by the superintendent’s department, it was decided that only
test subtest scores would be centrally compiled and reported. Each subtest
would be based on somewhat distinct curricula topics or instructional units. For
example, the grade 8 mathematics was divided into such units as number
operations, number concepts, geometry, graphing, percentages, and
measurement. It was planned that teachers would administer, correct, and
score their own students’ tests, usually during the third week of June, and report
the results to the central office no later than June 30th. Only each school’s raw
scores were required to be reported together with the school’s eligible
enrollment. Individual students did not have to be identified by name; neither
did individual classrooms. Each school could, at their discretion, use the test
scores for the evaluation and grading of individual students in whatever manner
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they thought appropriate. It was, however, made clear to the schools that the
tests were not being designed for the purpose of assessing individual students,
but rather to determine to what extent the district’s students as a whole were
meeting the objectives of the provincial curriculum. Several schools did,
indeed, weight and total the test subscores so that they could use individual
scores for grading purposes, although this was done primarily to ensure
students were motivated to do their best on the tests. In addition, a district mean
would be calculated against which schools could compare their scores.
In response to concerns expressed by teachers that the test results would
be used by central office personnel to underhandedly evaluate individual
teachers, the purposes of the criterion-referenced testing program were
identified by the superintendent’s department as being threefold. Primarily, the
tests were planned to provide the district with the means of identifying any
curricula areas of districtwide strengths and weaknesses in respect to the
provincial curriculum objectives. However, it was also declared that it was likely
that the tests would ensure a greater level of consistency of programming
between the six schools. This was thought to be particularly critical for the
grade 7 and 8 students as they faced the transition to a common high school.
Further, it was assumed that the test scores would provide teachers with useful
information that may influence their instructional planning and program delivery
in subsequent years. For example, one school’s scores might reveal that in
relation to the district average they are low in geometry but high in graphing.
This might, therefore, lead them to give more attention to the teaching of
geometry in the following year. They would also be in a position to share with
the other schools their successful approach to the teaching of graphing.
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These assumptions greatly influenced how the results were compiled
and reported. During the summer vacation each school’s subtest scores were
calculated to provide district and school means. At the beginning of each
September, at a meeting with the school principals and central office staff, a
report, that would later be shared with teachers, school board trustees, and the
public, was presented showing the district mean scores for each test. In
addition, at the same meeting, each principal received graphical information
comparing his or her school’s scores with the district scores. It was realized that
compiling and reporting the test scores in this manner created limitations as to
the type of information that the testing program could provide. It was very
difficult for schools to be compared directly with one another and individual
student progress could not be tracked from one grade to another. Individual
classes also could not be tracked and no interdistrict comparisons, either
provincially or nationally, could be made.
For financial reasons, it was eventually decided not to expand the testing
program as originally planned to include grade 4 English language arts, grade
5 math and English language arts, and grade 6 math. The testing program,
however, continued almost unchanged from 1990 to 1996. Each year the
teacher committees met for one half day to review and revise test items and the
testing format, endeavoring to improve the test by amending or dropping test
items that were deemed inappropriate judging from their experience marking
students’ responses.
In 1997 the math tests were substantially changed to reflect the new
Manitoba math curriculum that was introduced in September of 1996. The
implementation of new English language arts curriculum is planned for 1998
which will also require a complete revision of the language arts tests. For the
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years preceding 1997, however, the tests, their administration, and the reporting
of results remained virtually unchanged from their inception. Each year, after
the release of the test results, the curriculum coordinator, upon request, would
meet with the teachers and an administrator at each school site to discuss the
school’s annual scores. In the years following 1989, schools were also
provided with graphical information showing their current year’s scores as
compared to those in previous years. It was hoped that teachers would be able
to identify the reasons for any fluctuations in a school’s scores from one year to
another and that this would be beneficial for planning and instructional
purposes.
At the district level the test results did seem to reveal some districtwide
weaknesses. There were concerns, for example, regarding students’
comprehension of poetry, in the level of proofreading skills and the computation
of fractions, all at the grade 7 level. The district then made systemwide efforts to
address these concerns, either through consultation or inservicing.
Informal feedback was received by the curriculum coordinator and
principals that some teachers found the test results interesting and potentially
useful, while other teachers declared the opposite and were openly derisive of
the effort and funds expended on the tests.
As a trial, in 1994, the standard deviation of each school’s scores in the
grade 8 math test was presented to the six schools as additional information
with the explanation that a comparative indicator of the range of student abilities
in each school could assist teachers in their planning and instruction.
Teachers, however, indicated that they felt this information was not particularly
useful to them so the trial was discontinued and the test results continued to be
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presented only as mean scores, expressed as percentages of correct
responses on each subtest.
The Research Questions
The assumption that teachers find the information in the compilation and
analysis of the annual test scores useful has never been thoroughly tested.
Although in 1993, 73% of the 26 teachers who were at that time involved in the
testing program reported that they thought the tests were useful and should be
continued. A more indepth study would determine whether teachers’ opinions
regarding the testing program have changed overtime and may serve as an
evaluation of the district’s efforts to date. This proposed study would also add to
the literature, as to whether teachers feel positively towards systemwide testing,
particularly when they have had involvement in the test construction and
administration, and when they believe that the test has a high degree of
external, content validity. Given the increases in resources that are being
allocated to systemwide testing, it would seem critical to determine whether the
test results actually influence teachers’ instruction in ways that impact on
student achievement. The study may also provide information that could
influence future decisionmakers to expand, continue, or curtail districtwide
testing programs. The purpose of the study is, therefore, to evaluate the impact
of a districtwide testing program on both teachers and students.
This study addressed the following major research questions:
1.

Have students’ test scores, as a possible indicator of their academic

achievement, improved over the five year period of test administration, from
1992 to 1996?
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2. Do the district’s grade 4, 6, 7, and 8 teachers and school
administrators have a positive attitude towards the testing program and feel that
it is worth preserving?
3. Do the district’s grade 4, 6, 7, and 8 teachers report that they use the
information obtained from the testing program in their instructional planning and
delivery?
Definitions
For the purpose of this study the following terms are defined:
Criterion-referenced test. A test on which the items are referenced to or drawn
from a carefully specified set of skills (Carey, 1988).
High-stakes testing. A test whose results are seen--rightly or wrongly--by
students, teachers, administrators, or the general public as being used to make
important decisions that immediately and directly affect them (Madaus, 1988).
Low-stakes testing. A test which is perceived as not having important rewards
or sanctions tied directly to test performance (Madaus, 1988).
Norm-referenced test. A test used primarily to compare student achievement to
that of a representative group of students at the same age or grade level (Carey,
1988).
Standardized test. A test that is usually commercially prepared by experts in
measurement and subject matter. They provide methods for obtaining samples
of behavior under uniform procedures-that is, the same fixed set of directions
and timing constraints-and the scoring is carefully delineated and kept constant
(Mehrens & Lehmann, 1987).
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Assumptions
The following assumptions were made for the purpose of this study:
1. The students’ test scores from the math and reading
criterion-referenced tests from 1992 to 1996 are accurate indicators of students’
academic achievement.
2. The teachers and administrators were truthful for the purpose of the
data gathering for this study and their responses reflected their views and
behavior in respect to the testing program.
3. The test data provided by the School District of Mystery Lake
accurately reflect the student test performances and scores for the mathematics
and English language arts tests for the years 1992 to 1996.
4. The grade 8 mathematics and reading scores were a representative
sample of all the scores of the district’s testing program from 1992 to 1996.
Delimitations of the Study
1. All participants included in this study were teachers and
administrators who have been employed by the School District of Mystery Lake
for at least one year and have at least one year’s involvement in the district’s
criterion-referenced testing program.
2. The teachers and administrators included in this study have, for at
least one year, received the test results of their students. They have also
received a comparison between their school’s scores and the test scores of all
the district’s students for that particular year, and that they have also received a
comparison between their school’s scores for the current year and their school’s
scores from the previous three years.
3. This study focused only on the effects of what is described as the
criterion-referenced testing program of the School District of Mystery Lake.
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4. The test score analysis was limited to the grade 8 math and the grade
8 reading scores for the years 1992 to 1996.
5. The qualitative data collected were limited to the 34 written responses
to the open-ended question on the survey instrument and the 11 interviews.
6. Measures of teachers’ attitudes and behaviors were dependent upon
the instrument designed by the investigator.
7. The investigator, in his capacity as district curriculum coordinator, is
known to all the teachers and administrators who participated in the survey and
this may have influenced their responses.

CHAPTER II

REVIEW OF THE LITERATURE
Public Accountability and the Effects
of Testing Programs
It is commonly accepted that student achievement refers to the
knowledge, understanding, and skills acquired as a result of specified
educational experiences (Brown, 1981). Measuring is the act of assigning
numbers to these attributes (Hills,1981). The principal purposes of measuring
student achievement can be placed into two broad categories, either to
describe students’ knowledge and skills or to collect data for making judgments
and decisions. More specifically, the common functions of testing include
providing both teachers and students feedback on the effectiveness of their
teaching and learning, being a potential source of student motivation, grading
and reporting students’ progress in an objective manner, establishing and
certifying levels of proficiency, evaluating the quality of instruction, and
providing systemwide accountability for the expenditure of public funds
(Mehrens & Lehmann, 1987). It is the function of evaluation and accountability
that has received the most attention and appears to be growing in importance
(Aiirasian, 1987; Berlak, 1992; Bracey, 1992) and for that reason is required to
be examined in some detail. There is validity in Loucks-Horsley’s (1996)
observation that the 1990s may someday be regarded as the era of
accountability, as increasingly there is a public questioning of the ways in which
19
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public resources are being used, particularly in health, education, and social
welfare. The reasons for such questioning may be many, but it is a
phenomenon that has recently been manifested in Britain, France, Canada,
New Zealand, and Italy, as well as the United States, as national, regional, and
municipal tax supported programs have come under increasingly close scrutiny.
Leithwood, Begley, and Cousins (1992) have identified five societal
developments that may have influenced public reaction to a nation’s schools.
These are listed as an aging population, increasing cultural diversity within
communities, increasing attention to the rights of the individual, the changing
role and structure of the family, and the rapid shift to a post
agricultural/industrial economy based on information technology.. To this list
could be added the increase in global trade and subsequent economic
competition as the result of the removal of tariffs and the growth of multinational
companies.
In the United States the aging population may explain, if only in part, the
increase in the calls for greater accountability of the public school system. The
annual Phi Delta Kappan/Gallup polls (Elam & Gallup, 1989; Gallup & Clark,
1987; Rose et al., 1997) have consistently shown that the sectors of the public
most satisfied with the performance of the nation’s schools are those who have
students currently attending school. Owing to the country’s changing
demographics, however, parents with children in school have proportionally
become a progressively smaller and smaller part of the overall population.
Inversely, it can, therefore, be assumed that the portion of the population least
satisfied with the public school system has grown proportionately bigger. No
doubt some of the National Assessment of Educational Progress results (Fey &
Sonnabend, 1992), as well as the apparent decline in Scholastic Aptitude Test
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scores (Austin & Garber, 1982; Sewall, 1991), and the publicity surrounding the
results of the three International Assessment of Educational Progress testing
programs have also played their part (Atkin & Black, 1997). The absence of
good information about the effectiveness of schools has tended to create
concern that the schools are failing (Earl & Cousins, 1996) and that the demand
for public accountability is most often translated into support for procedures that
are perceived as being objective, outside of the jurisdiction of the teacher and
comparable across schools, districts, and countries.
Invariably the response to the demand for quantifiable accountability
measures to gauge the effectiveness of schools and school systems has been
the provision of additional student achievement testing programs. The reliance
on such tests can be explained by the perception that tests are “observations of
behavior that are more efficient, more refined and less biased than other ways
of observing. Tests are easier to summarize and interpret than most other
observational techniques” (Gage & Berliner, 1984, p. 655). Consequently, by
1984, in the United States, 29 states required competency or proficiency tests at
selected points in the education system (Airasian, 1987) and England’s 1988
Education Reform Act decreed the annual testing of all that country’s 7,11,14,
and 16 year olds. Following this trend, the Canadian province of Manitoba
reintroduced grade 12 mathematics and English examinations as a graduation
requirement in 1996 after such tests had been discarded in the late 1960s.
Sixty-seven percent of the respondents to the 1997 Phi Delta Kappan/Gallup
poll indicated that they were in favor of a national American standardized
achievement testing program and it seems illogical, almost to the point of
absurdity, to think that maximum student academic progress will be made when
no attention is paid to such progress.
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Teachers, however, have indicated that they are more comfortable with
their own personalized evaluation procedures in determining the extent of their
students’ achievement (Lazar-Morrison, Polin, Moy, & Burry, 1980) although
they often have difficulty in identifying and defining the specific criteria on which
they base their judgments (Wilson, 1990). Most often teachers attend to what
course content the students can produce, then compare this to the products of
the other students in the class or classes, and then make adjustments to this
assessment based on the past performance and behavior of the particular
student. All three procedures seem to have some justifiable legitimacy for
teachers and provide the ingredients for what Wilson (1990) calls a standards
stew. It is in response to such variations in teachers’ student evaluation
methods that parents call for more standardized and objective methods of
assessment for, as Earl and Cousins (1996) have pointed out, this lack of clarity
about expectations makes it very difficult for anyone other than the individual
teacher to determine how evaluative reference points have been used.
Certainly, less research attention has been paid to how teachers evaluate
students compared to the administration of standardized testing of students
(Kindsvatter, Wilen, & Isher, 1988; Lazar-Morrison et al., 1980; Stiggins &
Bridgeford, 1985) and it is, therefore, clear that the public at large prefers the
comparable results of standardized tests rather than the variable and
personalized teacher assessment procedures.
As Ornstein (1995) has pointed out, through most of the history of public
education, only the students have been held accountable for their performance
in school but now the demands are being made in the other direction. If
students’ academic performances are not up to expectations, then increasingly
the school is being held accountable. As a concept borrowed from business
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management studies, accountability, when applied to education, contains the
implication that a group of people such as teachers or administrators, an
agency of governance such as a school board or state department of
instruction, or any related professional organization is responsible for
performing some agreed upon functions. The following definition is clear and
seems generally applicable to all sectors of a nation’s school system: “The
purpose of a system of accountability is to maintain and improve the quality of
educational provision and, where possible, to provide information to show that
this is being done” (Sockett, 1980, p. 30).
As previously indicated, the most widely accepted method of providing
such information is by the publication of standardized achievement test scores,
usually scores that have been norm-referenced. Virtually by definition, the
major difference between standardized tests and teacher-made tests is that
scores indicating student achievement are obtained under prescribed
conditions of test administration (Mehrens & Lehmann, 1969). Standardized
tests are also characterized by a broader sampling of content, so as to have
wider application, and are usually constructed to measure more generally
accepted goals rather than specific instructional objectives. Most earlier
standardized achievement tests, dating back to the 1920s, were
norm-referenced; in fact, the two terms are still often used synonymously, but
commercially produced, criterion-referenced tests have also become more
widely used with the emergence of mastery and competency based learning.
These tests are able to provide information that is not found in normative data
regarding the extent that students are meeting specific instructional objectives
(Clift & Imrie, 1981; Gage & Berliner, 1984). It has been pointed out (Gronlund,
1981) that while criterion-referenced tests are helpful in diagnosis and
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measuring minimum levels of knowledge and skills, they tend to be used less
for higher level complex learning outcomes. In addition, norm-referenced and
criterion-referenced techniques can be used simultaneously when, for example,
a student’s score is reported as a percentage of responses correct, together
with the proportion of students scoring above and below that particular score
(Good & Brophy, 1990). Norm-referenced tests, in order to distinguish between
very good and excellent students, tend to have more difficult test items than
criterion-referenced tests but the proponents of criterion-referenced tests have
started to advocate the use of differentiated evaluation criteria and scoring
rubrics with variable criteria (Earl & Cousins, 1996; Marzano, Pickering, &
McTigue, 1993).
The Effects of Systemwide Testing Programs
on Teachers’ Attitudes and Behavior
With the continued use of systemwide standardized achievement tests
and the the persistent advocacy for the introduction of additional testing
programs, particularly at the national level, it is important to examine the effects
that such testing programs have had on the school system, teachers, and the
academic achievement of students.
Over the past 30 years there has been a greater concentration on the
effects of standardized testing of large scale, norm-referenced assessments,
owing to the prevalence of this particular type of assessment in the United
States (Brim, Goslin, Glass, & Goldberg, 1964; Kirkland, 1971) although it has
been reported (Harnisch & Switzer, 1991) that most of these earlier
comprehensive reviews of the literature are out of date as they are reflective of
the more positive attitudes towards testing that was common in the 1960s.
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As Darling-Hammond (1991) has pointed out, the accountability
movement assumes that student achievement will be improved by the setting of
more specific instructional objectives for educators and that the results of testing
will then motivate teachers to work harder towards meeting these objectives.
The corollary to these assumptions is that teachers presently do not have
specific instructional objectives or that they are not motivated towards working
toward meeting such objectives or both. It, therefore, becomes important to ask
how teachers feel about these assumptions and what impact it has on their
attitudes towards testing and their own assessment and instructional practices.
Accountability issues apart, the expenditure of such massive amounts of
time and money must have had some impact on the education system. The
National Commission on Testing and Public Policy (1990) estimated that
mandatory testing in the United States in 1990 cost $800 million and consumed
200 million school days. In 1992 American students were completing 10 million
machine scoreable bubble answer sheets per month. The effects of such
widespread practices are only just beginning to be understood.
Wilson and Corbett (1991) claim that standardized tests have certainly
had an effect on how we regard the role of the school and school effectiveness,
and Grobman (1973) has suggested that testing for accountability involves not
only defining goals and setting priorities but also a setting of limitations on the
measurement of hitherto important goals. Educators have to consider the
complexity of the numerous variables that affect learning and testing programs
may only be a relatively insignificant factor. With the watershed publication of a
comprehensive examination of the nation’s schools, the Coleman Report
(Coleman et al., 1966) seemed to indicate that the variables of schooling were
insignificant when compared to the influences of the home on student
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achievement. A reexamination of the original Coleman data (Mayeske et al.,
1972) and more recent evidence (Smith & Tomlinson, 1989) suggest that
schooling variables do indeed play a role in determining levels of students’
academic achievement and that there is a collusive effect between home and
school variables.
The monitoring and assessment of students’ progress is obviously one of
these variables and an emphasis on testing contributes to what is termed the
academic press of the school. It has been found that the stronger the school’s
academic press, the higher is the students’ achievement (Kellaghan, Madaus, &
Airasian, 1982). At one extreme, systemwide standardized testing was seen by
some teachers as important and beneficial in raising the levels of student
achievement (Popham,1987), whereas at the other extreme other teachers
perceived tests as nothing more than a form of bureaucratic surveillance which
was politically used to exert control over administrators, teachers, and students
(Berlak, 1992).
Airasian (1987) determined that the changing role of tests has
substantially affected public education in two ways. He believes testing
programs have become instruments to monitor the system as a whole, to the
extent that public policy is now less influenced by the opinions of teachers and
school level administrators, than in previous decades. Testing programs have
also, he believes, become a means of certifying individual student performance
within the system. Both these functions are different from the more traditional
role of diagnosis and student placement that standardized testing filled until the
1980s (Suarez & Gottovi, 1992). Areas for decisionmaking that have been
influenced by testing are listed by Airasian (1987) as funding allotments, staff
allocation and reduction, interschool comparisons, program evaluation, and the
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assessment of educational equity. Particularly noteworthy is the suggestion that
testing has played an important role in the issue of the sometimes conflicting
educational goals between quality and equality. Proponents of higher
academic standards have been highly in favor of standardized testing while
representatives of ethnic and cultural minorities have been critical of what they
see as the inherent bias contained in such tests (Darling-Hammond, 1991;
Garcia & Pearson, 1994; Willie, 1985). Teachers are obviously central in this
debate as they try to deliver programs that are equitable and yet of high quality.
It is claimed that testing has also heavily impacted upon the curriculum
as teachers tend to teach to the test and deemphasize all other curricular
objectives. In the relatively early days of large scale, high stakes testing it was
found that teachers in New York, when faced with a choice between specific
district curriculum objectives and a different set of skills implicit in the Regent’s
examination, chose to teach to the latter (Spaulding, 1938). This seems to be a
continuing reality, for a more recent study (Smith, 1991) found that teachers still
gave instructional emphasis to content that was likely to be tested over that
which was not.
Using both questionnaires and interviews Wilson and Corbett (1991)
attempted to determine educators’ reactions to the introduction of mandatory
statewide minimum competency testing in both Maryland and Pennsylvania and
the reasons for any district to district variation on the effects of testing. The
statewide testing programs had two, somewhat different, purposes. In Maryland
the test was introduced as a stipulation for high school graduation whereas in
Pennsylvania it was intended to help fine tune instruction. The study provided a
contrast between the effects of a high stakes testing program and a low stakes
one. The principal findings were that, although teachers felt some form of
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statewide test was appropriate, they expressed dissatisfaction with the
administration and validity of the particular program in which they were involved
and thought the information generated by the test was redundant. The higher
the stakes were, the higher was the dissatisfaction expressed by the teachers.
Teaching to the test was also a major concern and although they did not
necessarily believe in the testing program, teachers felt pressure to ensure the
student’s scores were high. Teachers from schools or school districts that
scored well on the tests were far less unhappy with the testing program.
Teachers also felt that the socioeconomic status of the community and its
related attitudes towards education went a long way in determining the level of
the test scores. It was also apparent that the lower the school district’s
socioeconomic status, as measured by the number of students eligible for free
lunch, the more likely the district was to implement strategies to improve test
scores. Also, not surprisingly, the districts where students did well on the tests
were less likely to introduce methods to improve students’ performance. Small
school districts were more likely to make curricular changes in line with test
content than larger school districts. Educators, overall, indicated that they felt
that their instructional objectives had become more defined, they received more
information on their students’ achievement, and they believed the tests were
contributing in some areas to the improvement of students’ skill levels. There
were concerns expressed over the publicized school to school comparisons,
curriculum narrowing, test validity and the pressure to improve scores.
Particularly noteworthy was that a testing program had the most impact when it
was perceived as being high stakes and that as the stakes increased, a point
was reached when the disadvantages of the testing program were thought to
outweigh the advantages, as teachers worked to improve test scores for political
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reasons rather than because they actually believed they were improving their
instructional programs.
In an extensive qualitative study in Arizona (Smith, 1991) it was found
that elementary school teachers believed that the scores from external tests
were used against them by administrators and the public, particularly the media.
Classroom observations strongly indicated that testing programs reduced
instructional time and narrowed both curricular content and modes of
instruction. In particular, teachers felt limited to using only materials and
methods that were compatible with the testing formats.
To supplement or augment statewide tests, many school districts have
opted to introduce their own testing programs, usually for students at an earlier
age than required by the mandated tests. In a study of the effects of such
parallel tests (Ferrara, Willhoft, Seburn, Slaughter, & Stevenson, 1991) a
teacher attitudinal survey was conducted in Maryland. The positive effects
reported in the study included a change in teachers’ attitudes towards the
state’s testing program, an increased focus on basic skill objectives, and an
increased awareness by middle grade teachers of graduation test
requirements. Effects that were reported as negative include an increase in
teaching to the tests and away from skills and concepts, curriculum narrowing,
and an increase in homework and classroom use of short answer and selected
response assignments. At the local level teachers reported the strong benefits
of participating in test item development and essay scoring which were deemed
to have assisted in improving teachers’ classroom practices and the provision of
more appropriate instructional strategies for certain students, especially in the
teaching of writing skills. The administration of local tests also seemed to
reduce teacher anxiety about mandated testing programs in general. A related
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drawback was the loss of instructional time and the authors of the study
concluded that the use of parallel assessments as practice tests, in lieu of
instruction to better prepare students for state mandated tests, was
inappropriate and ineffective.
Based on the data from another study of the Maryland testing program
(Glasnapp, Poggio, & Miller, 1991), it was found that only 40% of the districts
surveyed felt that the tests had impacted on classroom practice although
support for the statewide test remained relatively high at between 50% and 60%
over a six year period. Most actions taken by the school districts because of the
testing program were low cost, expedient ones such as emphasizing the state’s
curricular objectives during instruction and some increased attention to students
requiring remediation. Less action was taken in the area of curricular reform,
instructional improvement or modification, and the hiring of additional teaching
staff.
A study of Indiana school administrators (Bond & Cohen, 1991),
regarding that state’s testing program, indicated that teachers had concerns
regarding their personal ability to meet the demands of the new testing program
and 35% of the survey respondents had made scheduling and staffing changes
accordingly. Although teachers were not perceived as being concerned about
curriculum narrowing, that is, teaching to the test, they were aware that the
testing program may have a negative impact on resource allocation to the
non-tested areas of the curriculum such as fine arts, physical education, health,
and second languages.
Stake and Theobald (1991) in a survey of 285 teachers in eight states, all
of whom had experience with minimum competency tests, found that the most
frequently reported positive effects of the testing programs were that teachers
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were given more time to teach the basic skills, more emphasis was placed on
problem solving and critical thinking, and teachers were increasingly required
to pursue stated goals. The most frequently cited negative effects were that the
marginal learner had become the norm for setting what to teach. Eighty-eight of
the respondents, almost one third of the total, indicated that testing was drawing
attention away from the uniqueness of the individual child and was trivializing
classroom activity.
In a study to examine the meanings constructed by teachers and
students from large scale assessments (Tittle, Kelly-Benjamin, & Sacks, 1991),
New York teachers reported that approximately 50% of them believed the tests
provided an accurate profile of most students, but a majority of these same
teachers also reported that they felt such profiles were only a gross indicator of
students’ ability and levels of achievement. Of the teachers interviewed, 56%
said that they did not use the results of the tests, either because the results were
unavailable or received too late to affect instruction. The actual administration
of the test did, however, cause teachers to use class time to prepare students for
the tests. Teachers who reported that they did use the test scores did so for
student placement, either in tracked programs or for remedial assistance. They
also used the scores to compile and justify students’ grades. In respect to their
grouping of students within classes for specific instructional purposes, 83% of
the teachers surveyed said that they were not influenced by the test scores. The
authors of the study concluded that even though the testing program was
administered to assist teachers, the test scores themselves seemed to be
independent of the needs of teachers. This confirmed the findings of
Salmon-Cox (1981) who also found that teachers attached little importance to
the results of standardized tests.
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Camblee (1994) found that although teachers usually have the
responsibility for interpreting and reporting test scores to parents, they tend to
feel unprepared or uncertain in doing so. Teachers did, however, express
interest in learning more about tests and measurement.
Research findings from international studies indicate that high stakes,
systemwide testing induces teachers to teach to the test and greatly impacts
upon curriculum. Studies in India (Gayen, 1961; Srinivasan, 1971), Japan
(Cummings, 1980), Ireland (Madaus & Macnamara, 1970), and England
(Broadfoot, 1984; Gordon & Lawton, 1978) confirmed that high stakes
examinations at the high school level strongly encourage teachers to teach to
the test. It was also found that it was the content of examinations that prevented
any substantive changes in the chemistry curriculum in Australian schools
between 1891 and 1959 (Morris, 1969). Conversely, it has also been reported
that testing programs were responsible for instituting positive curricular
changes, such as the revision of Irish mathematics, chemistry, and physics
curricula in the 1960s (Madaus & Macnamara, 1970) and reading and
arithmetic in Belgium (Hotyat, 1958).
The Effects of Systemwide Testing Programs on Students’
Academic Achievement, Attitudes, and Perceptions
It has already been examined that mandated systemwide testing
programs, particularly those perceived as being high stakes, tend to encourage
teachers to teach to the test. Such testing programs also encourage teachers to
engage students in the learning of test taking skills in order to raise the
students’ test scores. Does such activity necessarily improve students’
achievement and their true level of educational attainment? Are scores on
achievement tests fully indicative of levels of achievement? With no other
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reliable measures of student achievement available, it appears that test scores
will have to suffice. There has been the emergence of recent and widespread
interest in alternative forms of supposedly more authentic assessment, as
evidenced by the special issues of the journals Educational Leadership (April,
1989; May, 1992) and Phi Delta Kappan (May, 1989; May, 1991). Perhaps
such assessment practices will eventually become adopted, in a relatively large
and uniform fashion. To date, the practical and logistical difficulties of utilizing
alternative assessment procedures do not seem insurmountable (LeMahieu,
1984), but given the entrenched position of commercial and state mandated
standardized testing, together with the very recent debate over the possible
introduction of a national achievement test, standardized tests are still likely to
be widely used for quite some time to come.
The widespread introduction of statewide competency tests seemed to
indicate that such testing programs could be successful in raising students’
score (Popham, 1987). By 1984, it was reported that over 30 states had
introduced some form of competency or proficiency tests (Wilson & Corbett,
1991). Improvements in students’ scores, as a result of such testing programs,
were reported in Detroit, South Carolina, Maryland, and Texas (Popham, 1987).
It is, however, also claimed that the effects of standardized testing on students’
academic achievement could be negative even if test scores have improved
(Cannell, 1988) or if the test scores have been disregarded by educators.
Macintosh (1991) believes that such testing programs convey four
assumptions that are potentially very harmful to students. Firstly, external
year-end exams are seen to be more reliable than observed progress during
regular classes and, therefore, undermine the formative process. Secondly, it is
communicated to students that formal assessment is better than informal
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methods. Also conveyed is the assumption that numbers or grades are the best
way of reporting achievement; hence, the student’s own perception of his or her
progress is disregarded. And finally, it becomes obvious to the student that
writing is considered a superior and more accurate method of communicating
than speaking.
It is sometimes assumed that tests will motivate students to work harder.
In their investigation of the effects of statewide testing in Maryland, Wilson and
Corbett (1991) found that such was the case, particularly when the test became
high stakes and there were negative consequences for performing poorly on
the test. The researchers provided the example of students performing better
on a year-end test when faced with the possibility of receiving remediation and
at the same time losing study hall privileges the following year if they failed the
minimum competency test. One administrator was reported as estimating that
50% of those who failed the test the first time passed on the second attempt
because their anxiety level had been significantly raised. Negative effects of
tests have also been reported depending upon the specific consequences for
students receiving low scores (Madaus,1988). It would appear there may be an
optimum level at which anxiety over the stakes of a test is positive motivation for
students.
Paris, Lawton, Turner, and Roth (1991) found in a survey of students from
grades 2 to 11, in four states, that repeated experiences with standardized tests
had three cumulative, negative effects on low achievers. Students became
disillusioned with testing, they became progressively less motivated, and they
also resorted to such inappropriate behavior as guessing and cheating. Lewis
(1997) also found that only high school students with plans to enter university
were motivated to do well on standardized tests.
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Halpin and Halpin (1982) have reported findings that indicate students
increase their study efforts when they know a test is imminent, and it has also
been found that students’ retention of learned material is enhanced if they know
they are going to be tested on it (Nungester & Duchastel, 1982),. In the case of a
high stakes, year-end test, this could result in a flurry of cramming and the
memorization of relatively trivial information. Since each student reacts
differently, it is also difficult to determine at what point anxiety levels cease to be
a positive motivator and instead become debilitating, detrimentally affecting
student performance. Studies have found that there tends to be a negative
correlation between test anxiety and test performance (Alpert & Haber, 1960;
Spielberger & Sarason, 1978; Tyron, 1980). It has not, however, been clearly
established that test anxiety causes poor test performance for the research data
do not disprove a reversed causal relationship, that poor test performance
creates anxiety (Anastasi, 1982; Hopkins & Stanley, 1981; Mehrens &
Lehmann, 1987).
It has also been reported (O’Sullivan, 1991) that teachers have concerns
about the creation of anxiety in students and that test results can have negative
effects on some students’ self-concept. However, Harnisch and Switzer (1991)
also found that teachers reported that only academically weak students disliked
taking tests and, in contrast to the findings of other studies (Ferrara et al., 1991;
Smith, 1991; Wilson & Corbett, 1991), they found that teachers expressed the
idea that classroom time should be set aside to practice test taking strategies as
they believed students would benefit from such exercises.
In regards to low stakes systemwide testing, it has been found that the
prospect of the test was more likely to produce anxiety than the publication of
the students’ actual test performance (Tittle et al., 1991). A majority of the
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students in the study said that once they could understand their scores they
thought they were an accurate assessment of their achievement, but less than
half said that once they had reviewed their scores they now knew what they
needed to do next to improve their progress in mathematics. Only a quarter of
the students could explain the meaning of their percentile ranking and only 16%
could explain the content related to their subscores on the test. In regard to
their future plans, 79% said that their score on the math test would not change
their career choices. However, 75% of the students surveyed held the
assumption that teachers made good use of the test score information but
virtually all of the students indicated they wanted more information regarding
their individual test results. The authors of the study concluded that the testing
program was apparently irrelevant to the learning situation and was not
perceived as valid by the learners.
In a comprehensive study of the effects of testing in Ireland (Kellaghan et
al.„ 1982), it was found that testing had very little effect on student achievement.
This study was conducted over five years and involved five treatment groups
who were exposed to various forms of testing and then compared to students
who remained untested. It was found that the control group actually did better
than all the treatment groups on their initial achievement test even though they
had not received the previous testing practice of the treatment groups. The
researchers explained this as being a possible reactive effect, that is, the control
group received extra motivation because of the novelty of the situation. It was
found that students performed better on subsequent achievement tests if they
received diagnostic test information in addition to their norm-referenced
rankings and scores. The authors suggest, based on their findings, test scores,
whether diagnostic or norm-referenced, would better increase achievement if
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students received the information regarding the extent they were meeting the
testing criteria on a gradual basis, so the test information would more likely be
used formatively, rather than summatively. They concluded that standardized
tests tended to support rather than disrupt school proceedings and had no
negative effects on student achievement. They also felt that diagnostic
information was more powerful than norm-referenced scores but that the
provision of criterion-referenced information had no effect if the number of
objectives tested was too excessive. Test scores generally confirmed teachers’
assessment of students and were most often integrated into all the other many
forms of information that teachers had regarding student achievement. One
especially significant finding of their study was that teachers’ perceptions of
their students were affected by test information to a greater extent than they
realized and, therefore, was underreported on teacher completed surveys. This
study examined the expectancy effect that test results and teacher appraisals
had on instruction and it was found that more often than not teachers raised
their expectations of students after they had seen students’ test scores. It was
apparent that teachers tended to underestimate student achievement on
external tests.
In 1982, the Manitoba Teachers’ Society, the organization which
represents all certified teachers in the province of Manitoba, polled a sampling
of iits members in order to determine teachers’ reactions to the provincial
government’s assessment program that had been introduced four years earlier.
The stated purpose of the testing program was to provide benchmark indicators
regarding the level of student achievement throughout the province and to
collect data that would assist in curriculum and program development, both
locally and provincially. The survey results indicated that 67% of the
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responding teachers thought that the testing program was beneficial, although
only 57% of the administrators did, and that approximately a third of these
teachers had used the information contained in the test scores to revise or
modify curricula and evaluate individual students (Manitoba Teachers’ Society,
1982).
Instances where systemwide testing programs have been found to
positively impact on students’ academic achievement have been where
criterion-referenced tests have been used in both pretest and posttest
situations, almost exclusively in elementary schools, for the purposes of
diagnosis and intervention (Davis & Williams, 1997; Schalock, Fielding,
Schalock, Erickson, & Brott, 1985; Whitehead & Santee, 1987) or where the
testing program has been part of the continuous monitoring of student
achievement (LeMahieu, 1984; Madaus, 1988). Testing programs have had the
most negative impact when they have led to “cramming” (Cummings, 1980), the
narrowing of curriculum and instruction to those areas most amenable to
testing, and where they have been perceived to have restricted teachers’
creativity, spontaneity, and professional judgment (Madaus, 1988). There is
saint evidence reported in the literature of the effects of the long-term
administration of a low stakes, systemwide testing program that is curriculum
aligned and specifically designed to provide teachers with information
regarding the relative strengths and weaknesses of their instructional programs.

CHAPTER III
METHODOLOGY
The School District of Mystery Lake in Thompson, Manitoba, was
selected for this study since it is the only school district in the province of
Manitoba that has maintained a criterion-referenced testing program in both
mathematics and language arts over the past eight years. In addition, this
particular testing program was specifically designed to provide teachers with
information that would assist them in making sound instructional and curricular
decisions, since the tests were locally constructed by practicing teachers and
were closely aligned to the mandated provincial curriculum. The practice of
analyzing and reporting the subtest scores was adopted so that comparisons
could be generated regarding relative strengths and weaknesses between
curricular strands, the supposition being that teachers would make instructional
adjustments accordingly.
Upon the implementation of the testing program, teachers’ initial reaction,
based on anecdotal reports and written responses obtained in 1993, varied
from favorable to hostile but, to date, no formal evaluation of the testing program
has been conducted.
This research addressed the following three questions:
1.

Have students’ test scores, as a possible indicator of their academic

achievement, improved over the five year period of test administration, from
1992 to 1996?
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2. Do the district’s grade 4, 6, 7, and 8 teachers and school
administrators have a positive attitude towards the testing program and feel that
it is worth preserving?
3. Do the district’s grade 4, 6, 7, and 8 teachers report that they use the
information obtained from the testing program in their instructional planning and
delivery?
Teacher Sample and Data Collection
In order to answer research questions two and three, all of the district’s
teachers who are currently involved in the testing program were surveyed. A
specifically designed questionnaire, containing 16 items, was forwarded to the
teachers via the school district’s internal mail system. Previously, each school
principal had been requested to inform the teaching staff that such a
questionnaire would be distributed and that their cooperation would be
appreciated. The questionnaire contained 15 statements that require a
closed-ended, Likert response (Schumacher & McMillan, 1992). A statement
concerning the testing program comprised the stem of each item and the
respondent then indicated on a predetermined scale a level of agreement or
disagreement with the statement. Six of the statements referred to the teacher’s
possible use of the information contained in the test result data and the other
nine statements were directed at teachers’ attitudes towards the testing
program. The attitude and the use of information statements were intermixed on
the questionnaire so as not to elicit patterned responses (Christensen, 1994).
The negative and positive response items were similarly intermixed (see
Appendix A). In addition, a parallel questionnaire was administered to the
schools’ administrators in order to provide some confirmation of the accuracy of
the teachers’ perception of their own instructional behavior (see Appendix B).
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The open-ended survey item was designed to afford each respondent
the opportunity to elaborate upon either their attitudes towards the test or the
way they regard and use the test score information. It was thought that teachers
would express their overall feelings or impressions regarding the relative worth
of the testing program and not just how that program has impacted upon them.
It was also felt that teachers would describe how their feelings about the
criterion-referenced tests have changed since the program’s inception in 1989.
It was thought that this item would be particularly appropriate in an interview
situation and would provide additional data not provided for in the closed
response items. It was thought that this item would serve as a “grand tour”
question (Spradley, 1979).
In order to provide teachers with the opportunity to participate in an
interview, as well as providing a written response to the open-ended question,
the investigator addressed each school staff at its monthly staff meeting,
informing them of the purpose of the survey and the options teachers had to
respond. Although there existed the possibility that the presence of the
interviewer would bias the responses (Wolcott, 1995), it was felt that the
interviews would provide the opportunities for item clarification, for probing or
follow-up questions, as well as obtaining verifiable information and a higher
completion rate.
It has been noted that creating questions without recourse to a pilot study
is a mistake (Glesne & Peshkin, 1992). Prior to the surveying of teachers, the
questionnaire was pilot tested with teachers who had experience with, but who
were no longer involved in, the testing program. Teachers were asked to both
complete the questionnaire based on their previous experiences with the
testing program and to correct on the clarity and scope of the instrument. Five
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teachers, who formerly taught grade 6 to 8 students, but who now teach senior
high students, completed and returned the questionnaire without difficulty or
adverse comments regarding the format or intent of the document. As a result, it
was felt that no revisions or additions to the questionnaire were required and 49
questionnaires were distributed to the district’s educators.
A total of 45 completed questionnaires were returned, 38 from teachers
who are now directly involved in the testing program and who teach at least one
class that is tested annually. The questionnaire was also completed by seven
of the eight administrators. The percentage of distributed questionnaires that
were completed and returned was 92% for the teachers and 87% for the
administrators.
All teachers who received a questionnaire were given the opportunity to
be interviewed in respect to the open-ended survey item. No administrators
were interviewed but 11 teachers voluntary consented. Interview data were
provided by 11 teachers and 34 teachers provided written responses to the
open-ended item.
After the collection of the questionnaires was completed in December of
1997, all the necessary data analysis was conducted in January and February
of 1998. The teachers’ responses to the Likert scaled items were tabulated to
indicate the frequency and distribution of responses, to both the attitude items
and the use of information items.
The responses to the open-ended item were analyzed for any prevailing
themes regarding the teachers’ thoughts and feelings towards the testing
program and coded and categorized accordingly (Christensen, 1994). Any
emerging themes were examined in regards to teachers’ perceptions and
experiences of the testing program, as well as possibly providing some
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indication of the validity and reliability of the questionnaire’s scaled response
items. It was thought that any contradictions between a teacher’s responses on
the scaled items and the information they provided, either in the open-ended
question or in the interviews, would become apparent.
Student Assessments
The school district’s testing program began on a limited, trial basis in
1989 and by 1991 had been extended to include grades 4, 6, 7, 8, and 9
mathematics and English language arts. Those students attending the
kindergarten to grade 8 schools were annually scheduled to write the tests
during the third week of June, as close as was practically possible to the end of
the school year, which usually fell on the last day of June. In 1992, the
superintendent’s department consented to a suggestion offered by the
principals that the grade 7 and grade 8 junior high students would not have to
attend school once the tests were completed, provided that the last test was not
written any earlier than five days before June 30th (see Appendix C). While the
junior high students had a test schedule that provided for the suspension of
regular classes and a two-hour morning testing period, the grade 4 and grade 6
students wrote their tests in parts, during their regularly scheduled classes, and
were required to attend school until the end of June.
All students were required to write the test with the only exceptions being
students who, for reasons of disability, had not received the appropriate
instruction for the particular subject and grade being tested. The homeroom
teacher, in consultation with the school’s resource teacher and teacher
assistant, made the decision whether it was appropriate for special needs
students to participate in the testing process. All exceptions were required to be
documented on a separate score sheet so that enrollment numbers and
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students’ test scores could be reconciled. No exceptions were made for
students who had only recently transferred into the district or for students who
would not be in attendance on the scheduled dates. No provisions were made
for absent students to write on any other dates. All completed score sheets
were required to be forwarded to the district’s central office no later than June
301:h of each year. Approximately 230 students at each grade level wrote the
tests each year.
At the high school, the grade 9 students wrote the test as part of the
regular high school examination schedule; the mathematics test was completed
at the end of the semester in which the students took the course, either in
January or June. In the case of English, which is a double credit course, the
students wrote half the test at the end of each semester.
The grade 8 test was selected for study because of its importance as a
transition year from the elementary schools to the high school. The grade 8 tests
were the first to be introduced and their format had remained unchanged during
the 1992 to 1996 period. During the year prior to 1992, the tests underwent
substantial revisions as the instruments were refined based on the teachers’
experiences administering and marking the tests. In 1997 the mathematics test
was radically changed, owing to the introduction of a new provincial curriculum.
The grade 8 writing test was not selected for inclusion in this study as it was felt
that the analytical marking of the tests by the teachers was somewhat subjective
and could be misleading, owing to fluctuations in scoring standards.
Owing to the nature of the testing program, which does not have the
facility to track individual students through the grades, the study was designed
to be cross-sectional, in that the separate grade 8 enrollment of all six schools
was tested in each of the five years. In most cases this consisted of each school
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having two classes of approximately 40 students. Typically, the students were
13 years old, with perhaps some 12 year olds, depending upon when their
birthdate fell and when they first enrolled in school. Some students would also
be older, either having repeated a grade or originally enrolled in school at an
older age. A small number of students, those retained in grade 8 for a second
year, would have the experience of writing the test twice over the two year
period. Students were unaware, as far as it is possible to tell, that the test
remained unchanged from year to year.
Student Population
The student population of the district’s grade 8 classes during the five
year period of this study was presumed to be evenly divided between boys and
girls. The student population of the district’s schools is believed to be above the
provincial average in respect to transiency. It is estimated that a third of the
students are of Canadian Native ancestry and some students move frequently
between the district’s schools and those in the more remote Native communities
of northern Manitoba. Two of the six schools’ enrollments have a particularly
high proportion of Native students, some of whom speak English as a second
language. Schools also vary in the number of low cost housing and multiple
unit dwellings that are located in their catchment area. Student attendance and
dropout rates also vary among schools. One class of approximately 26
students, at the dual language track school, writes a direct French translation of
the grade 8 mathematics test. Despite receiving the majority of their education
in the French language, these students write the same English language arts
test as all the other grade 8 students in the district, as English is still taught to
them as a first language.
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Testing Instruments
The tests themselves were constructed by a team of six teachers, with a
representative grade 8 teacher from each school. The teams were assisted by
the district’s curriculum coordinator. Each year, usually in February or March,
the teams would meet for one half day to review the previous year’s test and
make any changes that they thought necessary to improve the quality of the
instrument. This review consisted of removing any typographical errors and
rephrasing or reformatting specific items to reduce the possibility of students’
misinterpreting individual questions. In the case of the grade 8 reading test no
changes were made during the period 1992 to 1996. The mathematics test
underwent several minor changes as seven items were reworded but not
substantially altered.
The reading test was literature based and consisted of three sections, a
short story, a poem, and a myth (see Appendix D). The short story section had
two subtests, one made up of 10 multiple choice items which were designed to
test comprehension of the story’s content and a second section which had
open-response questions related to the text. The poetry subtest had a
combination of multiple choice and open-response items. The mythology
section had two subtests, the first of which required the students to complete
open-ended questions designed to test students' comprehension and
interpretation of the myth. The final subtest contained open-ended questions
related to the specific characteristics of mythology as a literary genre. Although
students were expected to read almost seven pages of text and complete the
accompanying questions, it was generally felt by the teachers that the
recommended two-hour time period was adequate for almost all children of this
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level. Teachers, however, could, at their discretion, allow students to write for
an additional hour (see Appendix C).
The mathematics test was constructed with seven subtests to reflect the
major strands of the provincial grade mathematics curriculum. In the order they
appear in the test, these seven subtests were titled data management,
geometry, ratio and percent, rational numbers, algebra, integers, and number
concepts. The highest maximum subtest raw score was 52 for geometry and
the lowest was 14 for data management, all seven subtests totaling 258. All
subtest scores were converted into percentages for comparison purposes.
There was some concern expressed over the length of the mathematics test
which influenced the decision to place the large geometry section near the
beginning of the test and the shorter and presumed easier number concepts
subtest at the end. Student fatigue and motivation were factors considered
when constructing the test and also when analyzing the student’s results. The
teachers, however, felt it would be difficult to include all the necessary
curriculum objectives if the test was shortened. Some suggestion was made to
place the math test at the beginning of the testing period instead of on the last
day so that potential student fatigue would be less of a factor, but this was not
implemented, owing to the amount of additional correcting time required by the
language arts teachers prior to June 30th. Teachers were responsible for
correcting and scoring their own students’ tests and then forwarding the
completed score sheets, listing each student’s raw score, to the central district
office. During the summer months the school means were calculated and
converted to percentages. District means were then also obtained for each
subtest and graphical data displaying each school’s mean, compared with the
district mean and the school’s scores over the previous three years, were
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prepared. This information was shared with each individual principal early in
September and was only available to the school in question. District means
only were publicly released.

For purposes of this study, the test score data were examined to
determine whether there was any evidence of students’ scores declining
drastically over the testing period as a possible consequence of students no
longer appropriately participating in the testing program, owing to what the
literature suggests may be a reaction to successive experiences of performing
poorly on exams (Paris et al., 1991). Students may no longer be motivated to
put forth a reasonable effort on the test because of the assumption they will do
poorly in any event. The number of students scoring 20% or lower was tallied in
order to determine whether there had been any increase in the proportion of
students scoring very poorly over the five year period.
It was assumed teachers would adjust their instruction after receiving the
annual test results and spend more time and attention on areas of the
curriculum that had been identified in previous years as being weak. The data
were, therefore, examined to determine whether the schools’ subtest scores
had become more consistent when compared with the district mean subtest
scores. The incidence of a school’s subtest scores on the same test, being both
5% above and below the district means, was recorded over the five years from
1992 to 1996.
Data Analysis
To answer research question one, students’ subtest scores on the grade
8 math and reading tests for the years 1992 to 1996 have been examined
statistically, using a repeated measures of analysis variance procedure. This
analysis tested the null hypothesis that there is no difference between test
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scores results for the years examined. The five subtest scores for the grade 8
reading test and the seven subtest scores for the grade 8 mathematics test were
analyzed for each of the district’s six schools. Each year the test has been
administered to approximately 230 students.
To answer research questions two and three, the survey instrument was
administered to the teachers of the district who had at least one year’s
experience with the testing program. School and district administrators were
also surveyed. Responses were grouped into the three categories of agree or
strongly agree, undecided, and disagree or strongly disagree. Totals were
converted to percentages and comparisons were made between the teachers’
and administrators’ responses using a Mann-Whitney U test. Survey items
were also grouped to determine respondents’ behaviors in respect to the testing
program, their attitudes towards the testing program, and their attitudes towards
testing in general.
It was anticipated that the data analysis would provide a summation of
the impact the testing program has had on both teachers’ attitudes and behavior
and student achievement, sufficient to indicate whether the program has met its
intended goals and whether its further continuation is justified.

CHAPTER IV
RESULTS
The collected data have been organized in this chapter based on the
origin of their source and relevance to the stated research questions. The test
score data obtained from the records of the School District of Mystery Lake for
the years 1992 to 1996 were examined to address the research questions
regarding any effects the testing program may have had on the students’ level
of academic achievement as measured by the test results. The questionnaire
and interview data were examined to determine both the teachers’ attitudes
towards the testing program and whether they had made any changes to their
instructional programs based on the test score results.
The Effects of the Testing Program
on Student Achievement
The research question directed towards students’ achievement was
framed as follows: Have students’ test scores, as an indicator of their academic
achievement, improved over the five year period of test administration, from
1992 to 1996?
In order to address the research question and examine the schools’
annual mean scores on all subtests, a repeated measures analysis was
performed that provided F values for changes among the five years, differences
between the six schools, and the interaction effects of schools and years.
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Possible interaction effects being the result of some schools improving their
scores between years while other schools experienced declining scores.

Mathematics Scores
The repeated measures analysis of the six schools’ seven subtest scores
in mathematics (Table 1) indicated that over the five years of the test
administration there were no significant differences between years. This would
seem to provide some initial indication that the continued administration of the
testing program has not contributed to increases in students’ test scores. As an
examination of the data in Table 1 illustrates, however, there are significant
differences between schools, as well as in the interaction effect of schools and
years.
Table 1
Repeated Measures Analysis Results for Mathematics Test
Scores. 1992-1996

Source

SS

df

MS

F

P

Between subjects
Years
Residual

1 3 1 9 0 .1
2 3 0 4 .2
1 0 8 8 5 .7

34
4
30

3 8 7 .9
576.1
3 6 2 .9

1 .6

> .0 5

Within subjects
Schools
Years x schools
Residual

2 5 2 9 0 .1
8 3 7 6 .7
9 4 3 3 .8
7 4 7 9 .5

175
5
20
150

1 4 4 .5
1 6 7 5 .3
4 7 1 .7
4 9 .9

3 3 .6
9 .4

<.01
<.01

The difference between school means was not surprising as the six
schools have different catchment areas with distinctly different student
populations, leading to variance in student attendance rates, the degree of
parental involvement in the school, and the annual number of disciplinary

suspensions. Although the resources and facilities available to each school are
very similar, in the past schools may have varied in their academic expectations
of their students. As well as different catchment area profiles, some schools
have experienced increased enrollments, while others have witnessed a
decline. Some schools have much higher levels of student transiency than
others. The composition of teaching staffs has been changed, most commonly
by interschool staff transfers, while some schools have remained very stable.
Changes in retention policies might have also been a factor in some schools
and no doubt there are other unobserved variables that may have influenced
students’ test scores. Differences between schools were expected, as the study
was designed to detect any effects the testing program has had on the district’s
schools overall and not on the differences existing between individual schools.
An analysis of the data (Table 2), which isolated each subtest over the
five years, revealed that of the 12 subtests only geometry showed any
significant differences over the five year period; as illustrated by the data in
Table 2, this is due to a decline in scores rather than an improvement. No
reason for this decline is apparent.
The interaction effect, as graphically illustrated in Figure 1, reveals that,
over the five years, some schools improved their scores while others
experienced declines. In fact, during the five years all schools, at some point,
experienced declines and gains. The reasons for such fluctuations are no
doubt varied and perhaps specific to individual schools, with staffing changes,
student population fluctuations, and the revamping of schools’ student retention
policies being the more likely factors.

Table 2

Analysis of Variance Results and District Mathematics Mean
Test Scores bv Year and Subtest

1992

1993

1994

1995

1996

Data management

6 9 .3

8 0 .0

7 5 .5

6 6 .4

6 5 .7

1.71

> .0 5

Geometry

6 7 .6

6 6 .5

6 8 .0

5 1 .2

4 6 .5

5 .6 4

< .0 1 *

Ratio and percent

7 3 .9

6 9 .0

7 3 .3

7 0 .6

6 9 .7

0 .5 7

> .0 5

Rational numbers

5 5 .9

5 9 .9

5 8 .6

5 5 .8

5 3 .4

0 .8 6

> .0 5

Algebra

7 5 .5

7 1 .6

74.1

6 3 .4

6 6 .6

1 .1 7

> .0 5

Integers

6 1 .9

6 3 .9

6 5 .4

6 1 .4

6 2 .4

0.21

> .0 5

Num ber concepts

5 6 .3

53.1

5 5 .6

5 2 .7

5 5 .9

0 .4 2

> .0 5

F value

P

Reading Scores
The repeated measures analysis of the reading test scores showed
results similar to those in mathematics. As indicated from an examination of the
data in Table 3, there were no differences overall between years, but there were
significant differences between schools and a significant interaction between
years and schools. The difference between schools can be attributed to many
of the same factors that may have influenced the mathematics test scores, such
as student transiency rates, staffing changes, and school promotion policies.
A further analysis of the reading scores, presented in Table 4, isolates
each subtest score over the five years. The analysis showed no significant
differences between years (Table 4).
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Figure 1. Test scores over five years in mathematics.
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Table 3
Repeated Measures Analysis Results for Reading Test
Scores. 1992-1996

Source

SS

df

MS

Between subjects
Years
(Residual

3 1 6 5 3 .6
2 2 6 .8
3 1 4 2 6 .8

24
4
20

1 3 1 8 .9
5 6 .9
1 5 7 1 3 .3

Within subjects
Schools
Years x schools
Residual

5 5 8 4 .1
2 0 6 6 .8
1 2 0 7 .1
2 3 1 0 .2

125
5
20
100

4 4 .7
4 1 3 .4
6 0 .4
23.1

F

0 .0 4

1 7 .9
2 .6

P

> .0 5

<.01
<.01

Table 4
Analysis of Variance Results and District Reading Mean
Test Scores bv Year and Subtest

1992

1993

1994

1995

1996

F value

p

Short story,
selected
response

8 7 .5

8 8 .9

8 6 .2

8 7 .7

8 6 .9

1 .0 9

> .0 5

Short story,
constructed
response

5 3 .2

5 8 .7

5 3 .8

6 0 .5

6 1 .7

1 .1 3

> .0 5

Poetry

8 1 .5

8 0 .2

7 7 .9

7 9 .7

7 6 .8

1 .0 4

> .0 5

Mythology,
selected
response

8 7 .0

8 6 .9

8 2 .6

8 5 .7

8 2 .3

1 .7 4

> .0 5

Mythology,
constructed
response

4 7 .4

5 5 .2

5 0 .9

5 5 .8

5 1 .7

1 .4 5

> .0 5

As shown by an examination of the data in Figure 2, the reading scores
fluctuated to the extent that all schools experienced both increases and
declines in scores during the five year period of the study. Again, this could be
attributed to changes, unrelated to the testing program, that are specific to each
individual school.
Clearly, the effects of the testing program over the five years of
investigation have not impacted in a positive way on the test scores, for either
mathematics or reading, since no consistent upward trend in the scores is
apparent. In fact, as previously stated, the only statistically significant difference
in districtwide results is the decline in the geometry scores.
Low Scoring Students
With repeated administrations of the tests over the five year period of this
study, it may have been expected that students’ scores would increase as
teachers became more cognizant of the tests’ contents and the procedures for
their administration. Students would become better prepared to write the tests
as they gained experience with the testing situation and the need to study and
prepare for a year-end summative examination. Indeed one of the aims of the
testing program was to provide data that would assist in the improvement of
student achievement. An examination of the students’ test scores over the five
years reveals that a growing proportion of students scored 20% or lower on
both the reading and mathematics test. As indicated in Table 5, the
mathematics test was particularly affected as there was an increase from 3.6%
in 1992 to 11.5% in 1996. These scores do not represent students who are
placed in grade 8 for social reasons and who are not receiving the regular
grade 8 program. Students who are on Individual Education Programs or
significantly modified programs are not required to write the tests so these
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Figure 2. Test scores over five years in reading
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students would not contribute to the test scores under analysis. The data would
seem to support anecdotal reports by teachers that the number of students not
motivated to make a maximum effort on the tests is increasing. It is particularly
evident that in subtests B and G, geometry and number concepts, respectively,
a greater number of students were receiving low scores. As the composition of
the subtests and their order in the test remained unchanged, the increase of the
number of students scoring 20% or lower on these two particular subtests over
the five years remains unexplained. It should also be noted that in 1994 the
upward trend was reversed only to be magnified the following year in 1995.
Table 5
Number of Students Scoring in the 0-20% Range on
Msithematics Subtests

Year

Mathematics subtests

Total

Percent

A

B

C

D

E

F

G

1992

11

6

2

16

4

10

9

58

3 .6

1993

7

6

10

21

14

24

21

103

6 .5

1994

11

3

6

18

6

13

10

67

4 .4

1995

6

41

11

29

22

21

30

160

1 0 .6

1996

8

44

18

29

18

22

32

171

1 1 .5

A = Data management; B = Geometry; C = Ratio and percent; D = Rational
numbers; E = Algebra; F = Integers; G = Number concepts.
The information contained in Table 6 shows a similar increase for the
number of students with low scores over the five year administration of the
reading test, although the rate of increase in the number of low scoring students

is less pronounced than it is for mathematics. The two sections of the test on
which it is obvious that students did particularly poorly were parts B and E,
which do not have any selected response items so that students are unable to
make simple choices or guesses (see Appendix D). The high number of
students who obtained 20% or less on the last section of the test would perhaps
suggest that they simply gave up and made no serious effort to complete the
test. Time constraints do not appear to be a factor as the test administration
instructions allow for up to three hours for the student to complete the test, at the
teacher’s discretion (see Appendix C).
Table 6
Number of Students Scoring in the 0-20% Range on
Reading Subtests

Year

Reading subtests

Total

Percent

A

B

C

D

E

1992

0

12

0

0

40

52

3 .2

1993

0

14

0

0

41

55

3 .4

1994

0

11

0

0

49

60

4 .0

1995

1

11

2

4

50

68

4 .5

1996

1

11

0

6

57

75

5 .0

A = Short story, selected response; B = Short story, constructed response;
C = Poetry; D = Mythology, selected response; E = Mythology, constructed
response.

The Effects of the Testing on Consistency
of Programming
It might be assumed that because teachers in Manitoba are provided with
a detailed curriculum document, outlining objectives and outcomes, and that
time allocations per subject are also prescribed by the provincial government,
then programming would be relatively consistent across schools. The School
District of Mystery Lake’s testing program was conceived, however, partly in
response to anecdotal reports from high school teachers that incoming grade 9
students had a wide disparity of skills depending upon which kindergarten to
grade 8 school they had attended. It was thought that an examination as to
what extent the six schools’ test results are consistent, in relation to the district
test score means, would contribute to an understanding of the testing program’s
impact on student achievement.
In order to determine whether the implementation of the testing program,
over five years of administration, had any impact on the consistency of
programming within the school district, the schools’ subtest means were
examined to see if they had moved closer to the district means as a result of
teachers repeatedly receiving feedback from the school and district test score
comparisons. The need for a change in instructional emphasis would be
indicated by a 5% or more, plus or minus differential, between annual school
subtest means and district means. The selection of 5% as a benchmark to
indicate differences has no statistical significance but has been commonly
accepted by the educators involved in the testing program as a departure from
district means that is worthy of note. If a school scored 5% below the district
mean on several subtests, but not 5% above the district mean on any subtest, it
could be inferred that the students that particular year were below average in

achievement. Similarly, if a school scored 5% above the district mean but not
below 5% on any subscore, it could be assumed that these particular students
were above average. Where there are cases of a school’s means being both
above and below the district’s on different subscores of the same test, then it
could be inferred that this is a possible result of variations in programming. A
reduction of such cases may indicate that teachers are adjusting their
instruction depending upon the test scores and providing programming that will
move their students’ test scores closer to the district means. For example, if a
school scored more then 5% below the district mean on geometry but 5% above
the district score on algebra, it might be assumed that the following year the
teacher would be more likely to devote additional instructional time or attention
to geometry and possibly less to algebra.
In mathematics, it was found that in both 1992 and 1993 there were three
examples where schools scored 5% above the district mean on one subtest and
5% below the district mean on another subtest. Table 7 shows that in 1994
there was one such example and in 1995 and 1996 there were no examples.
On the reading test there was only one example during the five years
from 1992 to 1996 when a school scored 5% above and below a district
subscore mean on the same test, and this was School B in 1995. This is
perhaps indicative of the nature of the reading test which is designed to
measure a generalized skill that is possibly less influenced by differentiated
content and instruction than the mathematics topics.

Table 7

Incidence of Schools’ Subtest Scores Being 5% Above or
Below District Means on the Same Test

Year

School

1992

B

Data management 8 6 .9 % (+17.6)
Geometry 4 9 .7 % (-17.9)

6 9 .3 %
6 7 .6 %

D

Data management 8 5 .2 % (+15.9)
Algebra 67.8% (-7.7)

6 9 .3 %
7 5 .5 %

E

Rational numbers 80.4% (+11.7)
Data management 4 4 % (-11.9)

6 9 .3 %
5 5 .9 %

A

Rational numbers 64.9% (+5)
Integers 4 4 .5 % (-19.4)

5 9 .9 %
6 3 .9 %

B

Algebra 78.5% (+6.9)
Ratio and percent 62.5% (-6.5)

7 1 .6 %
6 9 .0 %

D

Data management 93.4% (+13.4)
Rational numbers 54.4% (-5.5)

8 0 .0 %
5 9 .9 %

F

Ratio and percent 79.8% (+6.5)
Data management 66.4% (-9.1)

7 3 .3 %
7 5 .5 %

1993

1994

School’s subtest mean

1995

None

1996

None

District mean

The Effects of the Testing Program
on Teachers’ Behavior
An examination of the data in Table 8 reveals that the majority of
teachers surveyed reported that the information that they received from the
testing program was useful. The data in Table 8 also contain information
related to how teachers use the information obtained from the testing program
in their instructional planning and delivery. It does not appear to be in regards
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Table 8
Percentage of Responses From Teachers’ Questionnaire: Usefulness
of Testing Information to Teachers (N = 38)

Strongly disagree
or disagree

1.

Undecided

Strongly agree
or agree

The C R T results provide me
with information regarding my
methods of instruction.

44%

18%

38%

The C R T results do not help
me gauge the effectiveness
of my program.

59%

18%

23%

The C R T results only confirm
what I already know about my
students’ learning.

10%

16%

74%

The C R T program helps to
clarify provincial curriculum
expectations.

42%

16%

42%

The C R T results have caused
me to adjust my instructional
methods.

32%

21%

47%

The C R T results have caused
me to use different teaching
materials.

34%

21%

45%

The C R T program does nol provide
me with information that I find
useful.

60%

18%

22%

10 . The C R T results have caused
me to change the amount of
class time I spend on certain
content areas.

21%

26%

53%

11 . The C R T results have caused
me to spend more class time
reviewing the year’s course
content.

13%

29%

58%

2.

3.

4.

7.

8.

9.
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to their students’ learning, as 74% of the teachers indicated that the
criterion-referenced testing program only confirmed what they already knew
about their students. Over a third of the respondents did, however, indicate that,
to some degree, the results provided them with information about their methods
of instruction and that the testing program had caused 47% of them to adjust
their methods of instruction.
Different teaching materials were used by 45% of the respondents
because of the test results. It would seem less than half of the teachers
surveyed found the information useful in respect to instructional methodology,
but two areas where the testing scores had greater impact were in the allocation
of instructional time to certain content areas and in the clarification of provincial
curriculum expectations.
Twenty-one percent of the respondents indicated that they had not used
the test results to adjust the amount of instructional time they allocated to certain
areas of the curriculum, and 13% had not spent additional time reviewing the
year’s course content since the inception of the tests. In regards to provincial
curricula expectations, 42% of those surveyed reported that the testing program
contributed towards the clarification of curriculum objectives. The survey
indicated that in respect to how useful teachers felt that the testing information
was to them personally, negative responses fell in the range of 20% to 46%,
positive responses fell in the range of 44% to 60%, and undecided responses
varied from 16% to 29%.
Teachers’ Attitudes Towards the Testing Program
The survey instrument contained three items that were designed to elicit
the respondents’ perceptions of how useful they felt the testing program was to
the district, generally, as opposed to them personally. As listed in Table 9, in

response to item number six on the survey, 23% of the teachers think that the
testing program is not a worthwhile use of district resources and 24% of those
surveyed reported that the program should be discontinued. This would seem
to indicate that a majority of respondents have a positive attitude towards the
overall, districtwide effects of the testing program. It should be noted, however,
thsit on both items over a third of the respondents were undecided, 34% and
37%, respectively. This result may suggest that teachers are not entirely sure
whether the testing program is particularly useful or in what manner, although
58% did agree or strongly agree with the statement that the tests contribute
towards consistency of programming within the district. This would seem to
indicate that teachers feel if all the major strands of a program are on a district
test, there is a greater likelihood that they will be covered instructionally in all six
schools.
Table 9
E&rcentage of Responses From Teachers’ Questionnaire; Attitudes
Towards the District’s Testing Program fN = 38)

5.

6.

13.

Strongly disagree
or disagree

Undecided

Strongly agree
or agree

The C R T program helps to
ensure consistency of
programming across the district.

29%

13%

58%

The C R T program is not a
worthwhile use of district
resources.

43%

34%

23%

I feel the district’s
criterion-referenced testing
program is worthwhile and
should be continued.

24%

37%

39%

Teachers’ Attitudes Towards Testing in General
In order to determine whether teachers’ attitudes and beliefs regarding
the school district’s testing program were based on their feelings and attitudes
towards tests in general, the three items that are contained in Table 10 were
included in the survey to specifically address different forms of testing. Only
Table 10
Percentage of Responses From Teachers’ Questionnaire: Attitudes
Iawards Testing in General (N = ,3fi)

Strongly disagree
or disagree

Undecided

Strongly agree
or agree

12 . Norm-referenced tests would
provide me with more
information regarding my
students’ learning than the
criterion-referenced tests.

36%

49%

15%

14. My own teacher made tests
provide me with more
information than the district’s
criterion-referenced testing
program.

15%

40%

45%

82%

16%

2%

15.

I do not see any value in having
any form of year-end exams,
whether constructed by
teachers, the district, or the
provincial government.

15% of the respondents indicated that they would prefer the administration of
norm-referenced tests instead of the district’s criterion-referenced tests as a
source of information regarding their students’ learning. In choosing between
norm-referenced and criterion-referenced testing, however, 49% were
undecided, which was the highest percentage of undecided respondents
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reported on any of the 15 survey items. This may indicate that a relatively high
proportion of teachers have less than strong views regarding the advantages
and disadvantages of the two types of testing and may be in need of additional
information. Forty-five percent of the respondents either agreed or strongly
agreed that their own teacher made tests were superior in providing them with
information. This information does not include interclass or interschool
comparative data but is restricted to specifics related to the academic progress
of each teacher’s individual class.
Only one teacher did not see any value to having some form of year-end
examination, although seven were undecided. It is noteworthy that 82% of the
respondents, the largest proportion, positive or negative, for any item, indicated
that there was some value in having exams. For most teachers, therefore, the
question does not seem to be whether there should be an annual summative
testing program but rather what form should it take and who should have
primary responsibility for its administration.
The survey data would suggest that within the School District of Mystery
Lake approximately half the teachers who have had some involvement with the
testing program are in favor or retaining it, while slightly less than a quarter are
undecided and approximately a quarter are not in favor of it.
Administrators’ Survey Responses
It was originally estimated that 41 teachers employed by the school
district had been involved in the testing program since its introduction in 1989
and 38 completed the survey instrument. Each of these 38 respondents had
taught a class for at least one year that had been tested with either the
mathematics or English language arts test. Owing to the self-reporting nature of
the questionnaire and the possibility of incongruence between teachers’ actions

and beliefs and what they reported, it was thought that the views of
administrators may possibly provide a useful comparison with those of the
teachers. Not only would the administrators’ responses provide either
confirming or disconfirming evidence regarding the teacher responses but
would also determine whether administrators had different perceptions than the
teachers as to the efficacy of the testing program. Four of the seven
administrators who completed the survey had earlier experience as teachers
with the tests, and some of the survey items were slightly reworded to be able to
reflect both their current and past responsibilities (see Appendix B). The
administrators’ responses were totaled separately from the teachers and
although only seven were completed, there are several contrasts between their
reports and those of the teachers.
As indicated in Table 11, none of the administrators agreed that the
criterion-referenced test results were not helpful in determining program
effectiveness. Being in a position of responsibility for the school’s provision of
effective programming, it is not altogether surprising that administrators would
be favorably disposed towards any reasonable measurements that helped them
in their supervisory role. None of the administrators disagreed with the
statement shown in Table 12 that the testing program helped to ensure
consistency of programming across the district. This again may be a result of
administrators being more cognizant of accountability issues and sensitive to
interschool comparisons.
In respect to whether they felt the testing program was a worthwhile use
of the district’s resources, none of the administrators reported that they agreed
or strongly agreed that the testing was not worthwhile. Administrators may be

favorably disposed to testing because it provides them with information that may
not be so readily available from other sources.

Table 11
Administrators’ Responses on the Survey Instrument (N = 7)

1.

2.

3.

4.

5.

6.

7.

8.

9.

Strongly disagree
or disagree

Undecided

Strongly agree
or agree

The C R T results provide
teachers with information
regarding their methods of
instruction.

43%

14%

43%

The C R T results do not help
teachers gauge the
effectiveness of their programs.

71%

29%

0%

The C R T results only confirm
what teachers already know
about their students’ learning.

43%

14%

43%

The C R T program helps to
clarify provincial curriculum
expectations.

14%

14%

72%

The C R T program helps to
ensure consistency of
programming across the
district.

0%

43%

57%

The C R T program is not a
worthwhile use of district
resources.

71%

29%

0%

The C R T results have caused
teachers to adjust their
instructional methods.

14%

43%

43%

The C R T results have caused
teachers to use different
teaching materials.

14%

29%

57%

The C R T program does dq I provide
my school with information that we
find useful.

57%

29%

14%

Table 11 (cont.)

Strongly disagree
or disagree

10

The C R T results have caused
teachers to change the amount
of class time they spend on
certain content areas.

0%

86%

0%

0%

100%

86%

0%

14%

14%

0%

86%

I believe teacher made tests
provide more information to
the school than the district’s
criterion-referenced testing
program.

28%

29%

43%

I do dq I see any value in
having any form of year-end
exams, whether constructed
by teachers, the district, or
the provincial government.

100%

0%

0%

Norm-referenced tests would
provide me with more
information regarding our
students' learning than the
criterion-referenced tests.

13 , I feel the district’s
criterion-referenced testing
program is worthwhile and
should be continued.
14

15.

Strongly agree
or agree

14%

11. The C R T results have caused
teachers to spend more class
time reviewing the year’s course
content.
12,

Undecided

Comparisons Between Teachers’ and Administrators’
Attitudes Towards Testing
In a Mann-Whitney U analysis, differences between administrators’ and
teachers’ responses were found to be significant at the .05 level for items 6 and
12 of the survey instrument (Table 12). In response to the testing program not

being a worthwhile use of district resources, 71% of the administrators
disagreed as compared to 43% of the teachers. As indicated in item 12,
administrators had less regard than teachers for the usefulness of
norm-referenced testing when compared to criterion-referenced testing.
Table 12
A Comparison of the Teachers’ and Administrators’ Responses on
Items 6 and 12 of the Survey Instrument

Strongly disagree
or disagree

Undecided

Strongly agree
or agree

U

P

7 2 .5

.0 4 7 4

6 . The C R T program is not a worthwhile use of district resources.
Teachers

43%

34%

23%

Administrators

71%

29%

0%

12.

Norm-referenced tests would provide me with more information regarding my students’
learning than the criterion-referenced tests.

Teachers

27%

58%

15%

Administrators

86%

0%

14%

5 1 .5

.0 0 6 2

In summary, therefore, the administrators generally showed a positive
attitude towards the testing program and gave credence to the test scores. In
most respects their attitudes, as reflected in the survey data, mirrored those of
the teachers (see Appendix E).
Qualitative Information
Information was collected from the 34 written responses and the 11
interviews which focused on the open-ended item “In regards to the school
district’s criterion-referenced testing program, I think/ feel that. . . ” It was felt this
information would supplement or augment information collected from the 15
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scaled items of the survey instrument. The information, which consisted of
written and verbal responses from both the interviews and completed surveys,
was organized into four categories: comments that were positive, those that
were negative, suggestions for action, and a fourth category into which were
placed any neutral responses not applicable to the other three categories.
Reoccurring comments that were similar in nature were counted and the total
number of respondents making the same observations was recorded; from each
of the first three categories emerged several themes (see Appendix F). The
majority of negative comments centered on two issues. Respondents indicated
that they felt that there is a need to review and revise the tests to keep them up
to date with the changes and revisions to the provincial curriculum. There was
particular reference to the limitations and inappropriateness of the current
English language arts test and the subjectivity involved with teachers correcting
their own students’ tests. Secondly, there was also a widespread feeling that
the potential of the testing program had not been fully realized, that somehow
the district could make better use of the information generated by the annual
compilation of the test results. How this could be accomplished or who should
endeavor to make better use of the information is not apparent and although
some teachers indicated that the testing program was instructionally useful prior
to its annual administration, it seemed that the information received after
students were tested was perceived as being of little value.
In the category of positive comments there were three major themes, two
of them unrelated to any of the content on the scaled items of the survey
instrument. Respondents felt that the tests were very useful in providing
students with valuable experience in preparing and completing final exams. In
1995, the province of Manitoba reinstituted mandatory grade 12 English and
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rricithematics examinations as a partial requirement for high school graduation.
All students presently in grades 7 and 8 will now be required to complete these
provincial exams in their graduating year, and the district’s testing program was
perceived as being some measure of preparation for these external, high stakes
exams. In addition, the district testing program communicates to the students
that they will be held accountable at year’s end for the skills and knowledge that
they have been taught through the entire 10 months of the academic year. It
extends the students beyond instruction by topic or teaching unit and
discourages the “teach, test, and forget” attitude towards learning. Students are
more likely to keep the notes that they accumulate through the year as well as
experience procedures for reviewing and studying for a summative year-end
test that encompasses most of the major material covered during the year.
Respondents and informants perceived this as being very valuable for most
students.
They also saw the testing program as being valuable, as it tended to
keep teachers focused on the curriculum outline. No reference was made by
teachers to the merits of extension, enrichment, or departure from the required
curriculum; rather, the necessary instruction of all the major curriculum topics,
particularly in mathematics, as a means of providing students with the
opportunity to perform well on the tests, was perceived as being advantageous.
Specifically, it was expressed that the tests kept teachers on track in delivering
the curriculum. The organization of the subtests, particularly in mathematics,
was seen as an effective way to ensure that all the major strands of the
curriculum were covered in class.
The third theme to emerge from the data supported the findings related to
item 5 on the survey instrument, in that favorable comments were expressed
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regarding the testing program’s contribution in maintaining some semblance of
consistency of programming across the district’s six schools. On the survey
instrument, 26% of the respondents said that they did not agree that the testing
program helped to ensure consistency of programming across the district and
18% were not sure. When asked to list the advantages of the testing program,
however, teachers made reference to the belief that the six schools are
providing increasingly similar programs since the implementation of the testing
program. This may represent a division of opinion in the district about either the
desirability of having consistent programming throughout the six schools or
about the efficacy of the testing program in bringing about such consistency.
Suggestions offered by several teachers centered on what are
considered to be the appropriate analysis and application of the test results to
maximize their usefulness. It was felt that more effort should be made to
inservice teachers to help them to better interpret and utilize the information
embedded in the test results and that, in particular, more effort could be made to
pass on the June scores to the students’ receiving teachers in the following
September. There seems to be a perception that the purpose of the testing
program should be to track and enhance individual student learning rather than
to gauge overall program effectiveness. Suggestions were also made
regarding the need to revise the reporting and weighting of the test marks as a
component of students’ annual evaluation and that in respect to individual
student assessment, the test scores should only supplement a teacher’s
assessment, not supplant it.
The extent that test scores are a reflection of the level of students’
motivation is also an issue for some informants. From their experience
correcting students’ tests, together with their knowledge of students’ abilities
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and skills, as expressed during the school year, some teachers have observed
that their students are not making a maximum effort on the tests. Further study
is warranted to determine whether the test scores are accurate indicators of
student achievement and to what extent variation in the levels of student
motivation is a confounding variable when determining the effects of the testing
program on students.
Summary
The survey and interview data would suggest that within the School
District of Mystery Lake approximately half the educators who have had some
involvement with the testing program are in favor or retaining it, while slightly
less than a quarter are undecided and a quarter are not in favor of it. Similar
findings are reported in respect to the proportion of teachers who use the test
information in their instructional planning and delivery, although teachers also
report that they feel that the testing program is more useful to the school system
as a whole rather than to them individually. Administrators have somewhat
positive attitudes towards the tests and perceive them to be useful. The testing
program would appear to have had greater positive effects on teachers and
administrators than on actual student performance, assuming that the test
scores are accurate indicators of student achievement in reading and
mathematics. Any anticipated improvements in students’ scores over the five
year period of this study may have been negated by a decline either in the
motivation or the ability of the less capable students, as reflected in
mathematics and to a lesser extent reading. Although it might be claimed that
the administration of the testing program has contributed towards greater
consistency of subtest scores, over the five years of test administration student
achievement scores have shown no overall improvement.

CHAPTER V
SUMMARY, CONCLUSIONS, AND
RECOMMENDATIONS
This final chapter provides a summary of the study discussed in the
context of the pertinent research previously presented. Also included are the
conclusions from which the listed recommendations are derived.
Summary
With the proposed development of national examinations for the grades
4, 8, and 12 students of the United States and the continuing administration of
both norm-referenced and criterion-referenced tests, it seems apparent that
students in the public school system will likely be subjected to increasing
amounts of achievement testing. The introduction of national testing in England
in the late 1980s and the reinstatement of compulsory grade12 graduation
examinations in several Canadian provinces reflected a similar trend in these
countries, as, increasingly, systemwide test and examination results have
become used as a means of accountability in countries that do not have
centralized curricula.
The primary purpose of this study was to examine the testing program of
one school district to determine if any positive effects had resulted from a five
year period of test administration. The School District of Mystery Lake’s testing
program was of particular interest because it was designed by teachers, in part,
to provide them with information that would be potentially useful in program
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planning and the improvement of student achievement. With this particular
testing program, it was also hoped to avoid some of the perceived
disadvantages of many systemwide testing programs. The tests were not high
stakes, as defined by Madaus (1988), and results were not compiled so that
interschool comparisons could be made and publicized, with the almost
inevitable media criticism of the low scoring schools and teachers. The purpose
of the testing program was not to provide public accountability, but rather to
enhance the provision of consistent, curriculum based programming across the
district. The tests were also not intended to be high stakes for students, as
individual pupil progress through school was not dependent upon the test
scores. Each individual school could, at its discretion, weight the test scores
however its teachers saw fit, in the annual evaluation and grading of students.
On average, the schools elected to let the test scores count towards between
10% and 15% of the students’ final, year-end grade. During the construction of
the tests, teachers worked in committees to ensure that all the major objectives
of the mandated provincial curriculum were included in the test, in an attempt to
avoid a narrowing of the curriculum and the potential restrictiveness of teaching
to the test. It was, however, assumed that the information received from the
testing program would assist teachers by identifying curricular areas of relative
strength and weakness in relation to district means, so instructional adjustments
could be made that would positively impact upon students’ academic
achievement and subsequent test scores. The statistical analysis of the test
score data for the years 1992 to 1996 indicated only one significant difference
in the subtest scores, and overall there has not been the dramatic increase in
student test scores that teachers and administrators might have hoped for or
even anticipated.
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There may be several reasons of this. The questionnaire data indicate
that a minority of teachers do not find the test scores information useful and, in
all likelihood, have not made any instructional changes based on the test
results of their students. The possibility also exists that the 47% of teachers who
reported that they have made changes to their instruction may have done so but
that the modifications that were made have had no impact on student
achievement.
Any positive changes teachers may have made to their instructional
program may have been offset by the increasing number of students who do not
score above 20% on the tests. With no changes, over the five year period under
study, in the criteria for selection of students who are required to write the tests
(see Appendix C), there seems to be no reason for an increasing number of
students who can only successfully complete one fifth, or less, of the test items.
It may well be that the students’ experiences with the testing programming is
itself having a cumulative negative effect upon their levels of motivation. As
critics of systemwide testing programs have contended, the repeated testing of
lower achieving students will adversely affect their levels of motivation to
perform as well as they can on subsequent tests (Shepard & Smith, 1989). If
students anticipate that they will do relatively poorly on a test, then rather than
exert themselves it is to their advantage to make only a token effort, knowing
that their low test score can then be attributed to a lack of effort rather than to a
lack of ability. As a face saving mechanism, this would certainly explain the
growing decrease in students’ apparent lack of motivation on the tests.
It would appear that the testing program has been successful in
improving the consistency of programming as indicated by the decline in the
number of cases where schools scored 5% below the district mean on one
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subscore and 5% on another subscore of the same test. These test score data
are supported by the teachers’ reports on the survey instrument that 53% of
them had changed the amount of class time they had spent on certain content
areas. As only 38% of the respondents indicated that the tests had provided
them with information regarding their methods of instruction, it may be that some
teachers have made a distinction between their methods of instruction and how
they allocate instructional time to various content topics. None of the qualitative
data indicated that teachers were particularly concerned about the narrowing of
the curriculum or the adverse effect of teaching to the test, two of the most
commonly reported negative aspects of high stakes testing
(Darling-Hammond & Wise, 1985; McNeil, 1988; Paris et al., 1991; Resnick &
Resnick, 1992; Taylor & Walton, 1997). There was, however, some concern in
respect to the need to align the English language arts test with the new
provincial curriculum and current teaching practices. There were no views
expressed by the district’s teachers or administrators about the validity of the
tests, either in regards to their content or the possibility of teachers
inappropriately preparing students for the tests.
Fifty-eight percent of the respondents indicated that the
criterion-referenced testing program had caused them to spend more class time
reviewing the year’s course content, but, again, the qualitative data would
suggest that this is not perceived as being necessarily a negative development.
Teachers strongly indicated that they felt the tests contributed towards
consistency of programming within the school district and that reviewing all the
year’s coursework, as contained within the prescribed curricula, is a positive
measure. It might be assumed that because teachers in Manitoba are provided
with a detailed curriculum document specific to subjects and grade levels,
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outlining objectives and outcomes together with the provincially required time
allocations per subject, then programming would be relatively consistent across
schools. The amount of instructional time to be spent each week, on each core
subject area, is also specified by the provincial government. The testing
program was introduced, however, in part, to determine whether programs were
being delivered uniformly across the district’s schools and to maintain a
reasonable level of consistency. Hunter (1979) defined teaching as a stream of
professional decisions and Kindsvatter et al. (1988) have divided such
decisions into three categories, those for planning, decisions for evaluation, and
interactive decisions. In making planning decisions, teachers have
decisionmaking responsibility in two areas that would directly impact upon
student learning. Firstly, they have to select the sequence of the topics to be
taught, as curriculum documents generally offer no suggestions in this regard,
and teachers often follow the chapter order of the textbooks, particularly in the
case of mathematics. Also, they may present skills and content based on their
perception of how complex the learning task is, usually moving from the simple
to the more difficult (Eby, 1992). Secondly, teachers have to decide how long to
spend on each knowledge or skill area. It has been found that the allocation of
time within subject matter can vary by a factor of 10 depending upon the
individual teacher. Ornstein (1995) found that some teachers spend eight times
the amount of time teaching creative writing as compared to other teachers and
six times the amount of time on grammar and three times the amount of time on
spelling. The test scores from the School District of Mystery Lake that were
examined in this study would suggest that such fluctuations have declined as
the mathematics test subscores of individual schools have moved closer to the
district means. It may, therefore, be inferred that teachers have given more
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instructional attention, either in additional time or more appropriate sequencing
of topics, to those content areas in which their students from the previous year
scored poorly.
In a school district where two of the six schools under study have very
large, often transient, aboriginal student populations, it was somewhat
surprising that there was no reported evidence that teachers questioned the
assumption that having a uniformly prescribed curriculum is sound pedagogy.
The student body of individual schools may have unique characteristics and
needs that are not best served by the provision of a standard curriculum. This
was not indicated as a contentious issue on the teacher survey instrument. It
may be inferred, therefore, that if teacher program modifications are necessary,
they do not seen to be inhibited by the restrictiveness of the testing program.
It also seems that teachers are less likely to perceive the tests as
contributing towards greater consistency within their own individual programs
than they are to the district as a whole. Perhaps this might be a result of their
reluctance to regard their own programs, prior to the inception of the testing
program, as being somewhat less than consistent with the stated curriculum.
Teachers did not report that the testing program inhibited the exercise of their
professional judgment in respect to what should be taught, when it should be
taught, and to what extent, despite the claims that this is one of the most
detrimental effects of a systemwide testing program (Madaus, 1988).
Over two thirds of the respondents indicated that the test results only
confirmed what they already knew about their students, although 60% also
reported that the test scores also provided them with information that they found
useful. From this apparent contradiction several possible inferences can be
made. Teachers may find the confirmation of their own assessment of student
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achievement reassuring. It could also be that teachers find the information
generated by the testing program useful in regards to their teaching and
programming, rather than for the evaluation of individual students. If so, then it
would appear that, for a majority of teachers at least, the primary purpose of the
testing program has been fulfilled.
Conclusions
In respect to the study’s research questions, the following conclusions
can be drawn.
1. Have students’ test scores, as a possible indicator of their academic
achievement, improved over the five year period of test administration, from
1992 to 1996?
The grade 8 mathematics and English language test scores have shown
no overall significant improvement over the five year period. There were
significant differences between schools but not between years of test
administration, with the exception of the interaction effects of schools and years
on the geometry subtest in mathematics.
The number of schools whose subtest means were above and below 5%
or more of the district means went from three in both 1992 and 1993 to none in
1996, which provides some evidence that schools’ test scores have moved
closer to the district mean. Qualitative data indicated that teachers thought the
tests were useful in that they made teachers more conscientious in teaching all
the major requirements of the prescribed curriculum.
2. Do the district’s grade 4, 6, 7, and 8 teachers and administrators have
a positive attitude towards the testing program and feel that it is worth
preserving?
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On survey items that addressed teachers’ attitudes towards the testing
program, slightly more than half the teachers indicated positive responses,
ranging from 47% who felt the program was worthwhile and 60% who reported
that they found the test score data useful. Teachers also reported a more
positive attitude towards the mathematics test than the English language arts
test. Administrators’ responses were similar to teachers’, with the exception that
the administrators had more positive views regarding the use of district
resources in maintaining the testing program and the usefulness of
criterion-referenced tests compared to norm-referenced tests. With
approximately half the teachers in favor of the testing program and
approximately a quarter undecided, it can be inferred that the tests should be
continued.
3.

Do the district’s grade 4, 6, 7, and 8 teachers report that they use the

information obtained from the testing program in their instructional planning and
delivery?
Only 23% of the teachers reported that they used the test data to gauge
the effectiveness of their programs, but 46% indicated that the testing program
had caused them to adjust their instructional methods and use different
teaching materials. In addition, 58% of the respondents indicated that they
spent more time reviewing the year’s work and 53% had changed the amount of
class time they devoted to certain content areas, although it should be noted
that neither of these were reported by teachers as necessarily being positive
developments. The qualitative data suggested that more use could be made of
the test score data to improve student achievement, although some informants
and respondents assumed that the tests made it more likely that teachers would
cover all the required topics of the curriculum. It appears that teachers make
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more use of the testing program information in advance of the test
administration rather than from an analysis of the results.
Limitations
Generalizations from the findings of this study should only be made with
an awareness of the following limitations:
1. Of the 49 distributed questionnaires, 92% of the teachers and 87% of
the administrators completed and returned their copies. Five teachers did not
complete the open-ended item.
2. Interpretations from the qualitative data collected were based on, and
limited to, 34 completed open-ended items and 11 interviews.
3. The conclusions of this study are limited to populations which have
similar characteristics to those in the study.
4. The test scores may have been interpreted as a reflection of students’
academic achievement, but the accuracy of this assumption has not been
determined.
Recommendations
Recommendations for Future Research
1.

There exists a substantial body of research regarding the adverse

effects of high levels of test anxiety on information processing and performance
(Sarason, 1983). Much of it has centered either on an examination of the
cognitive processes involved or the degree of autonomic arousal that is
stimulated (Krohne & Schaffner, 1983). The former deals with students’
self-doubts and worrying about the test results, while the latter examines the
students’ emotions and physical reactions in an ego-involving stress situation.
It is contended by opponents of high stakes, systemwide testing that the
repeated testing of low ability students will have a negative effect on their
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self-esteem (Madaus, 1991; Shepard & Smith, 1989). It is also possible that for
such students, their inclination to make a maximum effort on subsequent tests
will also be inhibited. Empirical investigations to determine the validity of these
contentions would certainly add to the knowledge base in respect to the effects
of testing. In the study of the testing program of the School District of Mystery
Lake, it was apparent that the number of students scoring in the 0% to 20%
range on the subtest scores had increased with the continued administration of
the test over a five year period, which had obviously impacted on the schools’
mean scores, perhaps skewing the test results. Further investigation of such
phenomena is certainly warranted.
2. Another area worthy of investigation is the possible effects of the
integration of so-called authentic, performance based assessment with more
traditional written tests on student achievement. Are the practicalities of
administering performance based systemwide tests too difficult to overcome?
Are standardized tests, with all their inherent limitations, likely to remain the
instrument of first choice when endeavoring to establish public accountability
and selection and certification criteria? How can the information generated by
the two forms of assessment be better integrated to provide a clear picture of
student achievement? The continued development and evaluation of such
innovative efforts in systemwide performance based assessment as those in
California, Connecticut, Maryland, New York, and Vermont (Darling-Hammond,
1991) will perhaps answer some of these questions.
3. Researchers might also further investigate the extent that an emphasis
on the administration of high stakes testing actually corrupts the testing process.
Despite the opinion that systemwide tests, to which are attached substantial
rewards and sanctions for either teachers and students, lead to teaching to the
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test, cramming, emphasis on low level cognitive skills, rote learning, narrowing
of the curriculum, and the teaching of inappropriate test taking strategies, much
of the evidence presented is anecdotal or teacher reported. The present
research base makes it difficult to estimate the extent of such practices and
even more difficult to determine their effects. In this study there may have been
under or over reporting of such practices depending on whether teachers felt
they would be positively or negatively perceived.
Recommendations for Educators
1. If efforts are made to maintain a low stakes testing program as a
source of information to improve programming, then schools are more likely to
be supportive of the purposes of the testing program (Madaus, 1988). The
findings of this study would suggest that even when a low stakes testing
program is implemented, teachers will vary in their reactions to it, with some
teachers still unsure of the program’s intent and unconvinced of the usefulness
of the information generated by the tests. However, if the stakes were raised, for
example, by publicly releasing simple interschool comparative means, then it
would appear to be more likely that teachers will have less positive attitudes
towards the tests.
2. Most of the teachers surveyed in this study were involved in the test
construction and any subsequent revisions. They all have had experience
correcting their students’ tests and reporting the results. It was thought that a
high degree of involvement would result in more positive attitudes towards the
tests. This has seemed to be the case with over half the teachers reporting
positively on the testing program with no concerns expressed about narrowing
of the curriculum and teaching to the test. If a testing program is designed to
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provide information that will be useful to teachers, then it seems wise to
maximize their involvement in all aspects of the testing process.
3. The results of this study may indicate that educators should attempt to
distinguish between the twin factors of achievement and motivation when
attempting to analyze students’ test scores. Test results, particularly those from
low achieving students, may be more a result of low levels of motivation rather
than a true reflection of achievement levels. This could be particularly
misleading if the quality of an instructional program is based solely on the
scores of students who have been repeatedly exposed to tests on which they
have done poorly.
4. Educators should make every effort to ensure that the purpose of any
testing program is made clear to all stakeholders so that the information from
the tests is interpreted and used appropriately. It is clear that there is a good
deal of widespread pressure to provide public accountability in education
through the compilation of comparative test scores. The principal challenge to
educators, however, is firstly to provide the necessary information to fulfill
specific purposes and then be in a position to respond effectively when test
scores are low. This study would suggest that a testing program that is
designed to provide only subtest scores may enhance consistency of
programming and assist teachers in presenting a balanced program based on
curricula expectations, but may not necessarily contribute to an overall
improvement in student achievement, as reflected by the test scores.
Recommendations for the School District
1.

It is recommended that the school district continue to have committees

of teachers, representing each school, construct and annually review the
criterion-referenced tests. This will continue to ensure that the tests are closely
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aligned with the curriculum and that poorly devised test items are discarded as
teachers utilize feedback from their students’ performances on the tests to
improve the instruments. As teachers continue to correct and score the tests, it
will provide them the opportunity to identify items that may be invalid measures
of students’ ability.
2. It is recommended that the English language arts test be revised as
soon as possible to reflect the new provincial curriculum. The present test is
concentrated on the reading of literature and the completion of items which
focus on literal comprehension and students’ knowledge of literary terms.
Suggestions have been made that the test’s reading text include nonfiction, as
well as fiction, with test items that require a wider array of reading skills. Test
construction should provide for flexibility and choice in item selection and reflect
the trend towards performance assessment. Integrating the testing program
with some form of portfolio assessment should also be considered.
3. It is recommended that consideration be given to the future scope of
the testing program. With the introduction of provincial, criterion-referenced
achievement tests in mathematics and language arts, at grades 3, 6, 9, and 12
by May of 1998, it seems unnecessary for the district to administer duplicate
achievement tests that are based on the same curriculum. Currently,
criterion-referenced tests are being administered by the district at grades 4, 7, 8,
and 9 for mathematics and grades 6, 7, 8, and 9 for English language arts. With
the full implementation of the province’s mandatory tests then the district’s
grade 6 and grade 9 tests could be discontinued.
Teachers indicated on the survey instrument that the testing program
provides them with information that is more useful in terms of the mathematics
program than the English language arts program. In addition, the English
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language arts subscores seem more stable over the five years of the study,
which may suggest that the language arts program is more consistently
delivered between schools and over years as compared to the mathematics
program. It may be inferred, therefore, that there is not such a great need for the
language arts test and if priorities need to be reestablished then the testing of
mathematics should receive the most attention.
The addition of a grade 5 test would be a useful addition to the testing
program. If introduced, it would provide the district with test score data at the
grade 4, 5, 7, and 8 levels. Together with the data produced by the provincial
tests at grades 3, 6, and 9, this would provide a detailed profile of the
mathematics program’s relative strengths and weaknesses on a grade 3 to
grade 9 continuum.
4. The district may wish to pursue ways of better utilizing the information
generated by the testing program. From both the survey and interview data
emerged the opinion that the information was under utilized considering the
resources that are expended upon the test. Teachers reported that they found
the existence of the tests more useful in planning and providing a balanced
program than in evaluating their students. Such information only confirmed
what they already knew about their students. At both the district and school
levels more effort should be made to address content and skill areas that seem
persistently low in comparison to the other subscore means in order to improve
student achievement in these areas.
5. It is advisable for the school district to periodically clarify the purpose
of the testing program. It has been reported that there is a certain amount of
incompatibility between measurement for accountability purposes and
measurement for instructional purposes (Cole, 1988) and a restatement of the
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goals of the testing program may help to prevent the misuse or misinterpretation
of the testing program. It might also help to illuminate the limitations of the
program, as well as dispel any lingering suspicions teachers might have that
the tests are a means of evaluating them. Almost a quarter of the respondents
on the survey indicated that they were undecided in regards to many of the item
statements related to the tests, which would suggest that there is still some
uncertainty regarding the intent of the testing program. Students should also be
fully aware of the purpose of the test so that they are not unduly over anxious or
under motivated when writing the tests. Parents should also be kept fully
appraised so that they clearly understand the testing, assessment, and grading
policies and practices of the district. If any subsequent evaluation is conducted
of the district’s testing program then feedback from parents should be included.
6.

Consideration should be given to the provision of voluntary inservice

training for the district’s teachers that would help them make better use of the
information generated by the tests. Rogers (1991) concluded that in western
Canada less than 60% of elementary school teachers and less than 40% of
secondary school teachers have received any formal training in testing. It has
also been found that teachers use assessment information as frequently as
once every three minutes to make decisions regarding their instruction
(Stiggins, 1991). When asked to indicate their preference for either
norm-referenced or criterion-referenced tests, 49% of the teachers completing
this study’s survey selected the undecided category, which is the largest
proportion of respondents selecting this category on any of the instrument’s 15
items. This may be due to teachers’ lack of knowledge regarding the
differences between these two types of tests and how the information they
generate can best be interpreted and utilized. In a study in California, it was
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discovered that although 71% of teachers surveyed had received training in the
analysis of student, school, and district test scores, only 25% indicated that they
had received any training in using the test scores to improve instruction
(Dorre-Bremme & Herman, 1986). It is recommended that teachers have the
opportunity to receive professional training to increase their knowledge of
testing, measurement, and the use of test information to improve student
achievement.
7. Currently the district’s testing program can be considered low stakes,
for both teachers and students, for there are no apparent negative
consequences for either teachers or students when school test scores are low
in comparison with the district means. If the tests remain low stakes, then there
is less likelihood that some of the more negative consequences of high stakes
testing will occur, such as cramming and rote learning, over emphasis on low
level cognitive skills, narrowing of the curriculum, and diminished motivation of
low ability students. It is not recommended that the tests be assigned additional
weighting in the determination of the students’ year-end grades.
8. It is suggested that there be some discussion within the school district
on how teachers can make better use of the test scores, particularly that some
consideration be given to using the test results not only to gauge program
effectiveness but also to identify students’ academic progress. The district’s
teachers’ professional development committee should consider providing
inservice opportunities for teachers to develop greater expertise in the
interpretation and use of test score data. The use of criterion-referenced testing
programs to identify individual student weaknesses in language arts and
mathematics is well documented (Schalock et al.,1985; Whitehead & Santee,
1987) and with the introduction of a grade 5 math test, individual student skills,

92

as measured by the tests, could be tracked through grades 4 to 9 and
instruction provided accordingly.
9.

If steps are taken to scale back the testing program, it is suggested

that emphasis should be placed on retaining the tests for grade 7 and 8. The
test score data from these grade levels might prove particularly useful through
the transition process from junior to senior high school. The receiving grade 9
teachers, perhaps assisted by related inservice training, could use the collected
student test score profiles to target their instruction. In addition, students may
benefit from the extra review they receive from teachers and the experience
they gain in retaining or maintaining knowledge and skills over the course of
one full academic year.
In conclusion, the testing program of the School District of Mystery Lake
was designed and implemented in an attempt to use annual testing procedures
to improve students’ academic performance. It was assumed that a high degree
of teacher involvement and the organization and presentation of subtest scores
would prevent the program becoming high stakes, would create more positive
attitudes, and would encourage teachers to use the test data to make
instructional decisions. These assumptions seem to be somewhat validated,
although their effects on students’ academic performance are much more
tenuous. If, in the call for public accountability, demands for increased testing
remain high, then the question still needs to be asked: How can the tests be
more effectively used to improve students’ learning?
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CRITERION-REFERENCED TESTS; TEACHER QUESTIONNAIRE
DATE___________ GRADES/SUBJECTS TAUGHT_________________
# YEARS OF TEACHING EXPERIENCE_____# YEARS IN DISTRICT___
NUMBER OF YEARS INVOLVEMENT WITH THE C.R.T. PROGRAM_____
Please answer all items using the following response categories
1=strongly disagree, 2=disagree, 3=undecided, 4=agree, 5=strongly agree
PLEA SE C IR C L E

1.

The C R T results provide me with information regarding my
methods of instruction.

2.

The C R T results do
of my program.

3.

The C R T results only confirm what I already know about my
students' learning.

4.

The C R T program helps to clarify provincial curriculum
expectations.

5.

The C R T program helps to ensure consistency of
programming across the district.

6.

The C R T program is DQi a worthwhile use of district
resources.

7.

The C R T results have caused me to adjust my
instructional methods.

8.

The C R T results have caused me to use different
teaching materials.

9.

The C R T program does not provide me with information
that I find useful.

10.

The C R T results have caused me to change the amount
of class time I spend on certain content areas.

11.

The C R T results have caused me to spend more class
time reviewing the year’s course content.

12.

Norm-referenced tests would provide me with more
information regarding my students’ learning than the
criterion-referenced tests.

dq !

help me gauge the effectiveness

AGREE

D ISA G R EE
1 2 3 4

5

D ISA G R EE
1 2 3 4

5

D ISA G R EE
1 2 3 4

5

D ISA G R EE
1 2 3 4

5

D ISA G R EE
1 2 3 4

5

D ISA G R EE
1 2 3 4

5

D ISA G R EE
1 2 3 4

5

D ISA G R EE
1 2 3 4

5

D ISA G R EE
1 2 3 4

5

D ISA G R EE
1 2 3 4

5

D ISA G R EE
1 2 3 4

5

D ISA G R EE
1 2 3 4

5

AGREE

AGREE

AGREE

AGREE

AGREE

AGREE

AGREE

AGREE

AGREE

AGREE

AGREE
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13 .

I feel the district’s criterion-referenced testing program is
worthwhile and should be continued.

14 .

My own teacher made tests provide me with more
information than the district’s criterion-referenced testing
program.

15 .

I do dq I see any value in having any form of year-end
exams, whether constructed by teachers, the district,
or the provincial government.

AGREE

D ISA G R EE
1 2 3 4

5

D ISA G R EE
1 2 3 4

5

D ISA G R EE
1 2 3 4

5

AGREE

AGREE

IN REGARDS TO THE SCHOOL DISTRICTS CRITERION-REFERENCED
TESTING PROGRAM, I THINK/FEELTHAT___________________________
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CRITERION-REFERENCED TESTS; TEACHER QUESTIONNAIRE
DATE___________ GRADES/SUBJECTS TAUGHT_________________
# YEARS OF TEACHING EXPERIENCE_____# YEARS IN DISTRICT___
NUMBER OF YEARS INVOLVEMENT WITH THE C.R.T. PROGRAM_____
Please answer all items using the following response categories
1=strongly disagree, 2=disagree, 3=undecided, 4=agree, 5=strongly agree
PLEA SE C IR C L E

1.

The C R T results provide teachers with information
regarding their methods of instruction.

2.

The C R T results do n o l help teachers gauge the
effectiveness of their programs.

3.

The C R T results only confirm what teachers already
know about their students' learning.

4.

The C R T program helps to clarify provincial curriculum
expectations.

5.

The C R T program helps to ensure consistency of
programming across the district.

6.

The C R T program is nol a worthwhile use of district
resources.

7.

The C R T results have caused teachers to adjust their
instructional methods.

8.

The C R T results have caused teachers to use different
teaching materials.

9.

The C R T program does uoi provide my school with
information that we find useful.

10.

The C R T results have caused teachers to change the
amount of class time they spend on certain content areas.

11.

The C R T results have caused teachers to spend more
class time reviewing the year’s course content.

12.

Norm-referenced tests would provide me with more
information regarding our students' learning than the
criterion-referenced tests.

D ISA G R EE
1 2 3 4

5

AGREE

D ISA G R EE
1 2 3 4

5

D ISA G R EE
1 2 3 4

5

D ISA G R EE
1 2 3 4

5

D ISA G R EE
1 2 3 4

5

D ISA G R EE
1 2 3 4

5

D ISA G R EE
1 2 3 4

5

D ISA G R EE
1 2 3 4

5

D ISA G R EE
1 2 3 4

5

D ISA G R EE
1 2 3 4

5

D ISA G R EE
1 2 3 4

5

D ISA G R EE
1 2 3 4

5

AGREE

AGREE

AGREE

AGREE

AGREE

AGREE

AGREE

AGREE

AGREE

AGREE

AGREE
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13 .

I feel the district’s criterion-referenced testing program is
worthwhile and should be continued.

14.

I believe teacher made tests provide more information to
the school than the district’s criterion-referenced testing
program.

15.

I do not see any value in having any form of year-end
exams, w hether constructed by teachers, the district,
or the provincial government.

D ISA G R EE
1 2 3 4

5

AGREE

D ISA G R EE
1 2 3 4

5

D ISA G R EE
1 2 3 4

5

AGREE

AGREE

IN REGARDS TO THE SCHOOL DISTRICTS CRITERION-REFERENCED
TESTING PROGRAM, I THINK/FEELTHAT___________________________

APPENDIX C

TESTING INSTRUCTIONS

101
CRITERION REFERENCE TEST
JUNE 1996
Sufficient student copies of the Criterion Reference Tests will be sent to the
schools approximately two weeks prior to the testing dates. As in previous
years they will be accompanied by teacher's scoring keys and class scoring
sheets. I will include only one copy of the English scoring keys per school as
the text hasn't changed over the past several years and most schools have
multiple copies. I would appreciate it if the completed score sheets could be
submitted to the School Board Office no later than Friday, June 28th.
In order to provide information to the High School Math Department I
would appreciate it if the Grade 8 Math Score Sheets could include student
names.
TEST SCHEDULE
It is expected that, unless exceptional circumstances warrant otherwise, all
tests will be written as scheduled below. Students who are departing early for
vacation will not be provided with tests prior to the prescribed testing period.

GRAPE 4 MATH
Teachers may use their discretion in administering the grade 4 math test
during the regular Math classes during the week of June 19th-23rd Teachers
may find it necessary to administer more than one section at a time since
some of the 7 sections are rather short. I would recommend a minimum of 4
sessions. Time for teachers to correct the tests will be arranged internally at
each school. A minimum of 90 minutes is recommeded.

GRADE 6 LANGUAGE ARTS
Owing to timetabling considerations schools may use their discretion in the
scheduling of the grade 6 Language Arts during the week of June 17th-21st,
however, the following guidelines are recommended:
1. Similar to last year, the test be written during four separate testing
sessions.
2. Each session not to exceed a maximum of 90 minutes.
3. Suggested sequence:
Session A
Session B
Session C
Session D

Creative writing (rough copy)
Creative writing (final copy)
Short Story Reading
Cloze Passage, Poetry
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4. That one half day release time be provided for grade 6 teachers to correct
the tests and it be scheduled for one of the afternoons when the junior
high students are not in school (June 19, 20 and 21st).

GRAPE 7 AND 8
Wednesday. Tune 19th

W riting

9 am - 12 noon
(9-10 writing, First Draft)

Thursday, Tune 20th

Reading

9 am - 12 noon
(9-10 Writing, Final Draft)

Friday, Tune 21st

Math

9 am - 12 noon

TEST ADMINISTRATION
Decisions regarding the questions of rest breaks, washroom breaks and early
exits from the testing room are left to the discretion of the individual
schools/teachers. It is understood that the grade four and six teachers will be
able to exercise more discretion regarding the scheduling and administration
of their tests because of the timetabling constraints within each school.
The tests were designed to be a two hour exam for grades 7 /8 , however it is
strongly recommended that students are not allowed to leave until after the
first hour and that the slower students be given the full three full hours
should they need it.
The three principal conditions are that:
a. the integrity of the test isn't compromised
b. the testing time allowed, per session, not exceed what is reasonable for the
student's age ie. 3 hours in the case of grades 7 and 8.
c each student makes a reasonable attempt at each test item given his/her
ability.
If the written instructions on the test are not clear to the students, particularly
where unfamiliar terminology or procedure occur, then it is generally
assumed that teachers will explain what the question or task is asking in
terms that the students understand. As much as possible, it is hoped that the
tests are aligned with classroom instruction.

SPECIAL NEEDS STUDENTS
At the discretion of the school (teacher, resource teacher, administrators)
special needs students may attempt, in part or in whole, any of the test. It is
however very important that the names of any special needs students and
any scores that they may have attained be recorded on the separate scoring
sheet that will be supplied.

MARKING
As much as possible the test booklets have been designed to be self contained
and separate student answer booklets are not necessary, the principal
exception being the major piece of writing for language arts, the final draft of
which, should be stapled to the test. The scoring value of each question is
indicated, in most cases, on both the student test booklet and the teacher's
answer key.

SCORE SHEETS
Two different score sheets will be supplied for each class. One score sheet will
be for listing the raw scores of the vast majority of students from each class.
The second sheet is to list those students who are absent, students for whom
the tests were partially or totally inappropriate (ie. funded special needs
students) and for any other students whose scores may be skewed because of
exceptional circumstances, (please use comments column)
With the exception of the grade 8 Math Test, it is not necessary to identify on
the score sheets the particular class, the teacher or the name of individual
students. No totals or percentages are required. The spaces for the calculation
of .individual student totals and percentages have been provided for the
convenience of teachers who wish to factor the tests results into their year
end evaluation of individual students.

COMPLETED TESTS
Teachers may at their discretion show their students the corrected tests.
However, as the tests do not change from year to year I would ask teachers not
to leave the completed tests in the possession of students. Teachers can keep
the tests filed in the school or if preferred, send them to the School Board
Office along with the score sheets and samples. Unused tests can also be
returned or left with the schools resource teachers.

RESULTS
District averages and individual school results will be distributed in early
September via the school Principals who will make them available to
teachers. Thereafter, Ken Horton is willing to meet with any of the grade 4-9
teachers to review the test scores.

APPENDIX D
GRADE EIGHT MATHEMATICS AND READING TESTS

SCHOOL DISTRICT OF
MYSTERY LAKE
No. 2355
SCHOOL BOARD OFFICE
4 0 8 T h o m p s o n D rive N orth, T h o m p so n , M an itob a, R8N 0C 5

P ho n e: 677-6150 F ax:677-9528

April 16,1998

To Whom It May Concern:
The School District of Mystery Lake designed, developed and administered the
Grade Eight Mathematics and Reading Criterion Referenced tests during the
period 1992 to 1996.
The School District of Mystery Lake hereby grants permission for a copy of the
tests to be included in the appendices of the dissertation of J. K. Horton.
Yours truly,

/£ *
Brian Wilson
Superintendent/Secretary-Treasurer
BW/hl
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DATA MANAGEMENT
1.

' I ■
_I_I-- L.

-I____I___ I----- 1----- 1-----L

On the co-ordinate grid above label:

1.

a.

x axis

b.

Y axis

b.

c.

o rig in

c.

12
12
12

On the co-ordinate grid above plot the following points,
d.

2,4

d.

12
e.

-3,-4

e.

12
f.

0, -4

g.

-2.3

f.

12
12
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2. Here is Rose’s reading graph.

Approximately what fraction of her time is spent
reading the following:
.5

i.

Animal stories

ii.

Science fiction

ii.

.5

iii.

Sports

iii.

.5

iv.

Romance

iv.

.5

12
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3. There are 4 angel fish, 2 sword tail fish, 6 gold fish and
12 guppies in Mr. Bill's aquarium. Use a compass and a
protractor to prepare a circle graph showing this information.

/2

4. Answer the questions below using the information contained in this table of
students’ exam scores.
_____________ Malt]_______ English----------- Science

Social Studies.

Pat

34

67

39

48

Sandy

81

87

77

72

Jean

73

62

68

81

Kerry

59

71

70

68

Alex

76

68

55

74

Jo

50

35

49

60

a

Calculate the mean average for the students English scores, a

b

What is the range of the Math scores?

b

12
c

What is the mode of all the exam scores?

c

12
d

What is Jean’s overall average exam score?

d _____

12
e

What kind of graph would you choose to display the
information in the table?

TOTAL:

e _____

12
/ 28
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GEOMETRY & MEASUREMENT
1. Measure and calculate the perimeter of the following polygon.

12

2. Find the area.

____

12

3. Find the area.

4m

4m
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4. Measure and find the volume of the following rectangular
prism.

5. a Find the circumference of the circle below.

a ____
/2

b Find the area of the circle below.

6. Find the area of a circle whose diameter is 5 cm.

TOTAL:

b ____

6. ____
/2

/ T4
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RATIO AND PERCENT
1. A recommended mixture for concrete is I part cement,
2 parts sand, and 3 parts crushed stone.
i.

Write the ratio of sand to stone.
/2

ii.

Write the ratio of cement to stone.
/2

iii.

Write the ratio of sand to cement to stone.
/2

2. Write the following as ratios:
i.
127%

12
ii.

19%

it.

12
3. Write the following as percents.
25

h.

ii

12
n.

12
4. Write the following as fractions and reduce.
i.

40%

12
ii.

110%

ii.

iii.

2%

iii.

12
12
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5. Write the following as percents.
i.

1.6

ii.

0.96-

iii.

0.05

/2
i. ____

12
ii. ___
/2

6. Write the following as decimals.
i.

42%

ii.

255%

ii.

iii.

1%

iii.

12
12
12
7. Calculate 25% of 80.

12

8. What percent is 18 of 50?

_____

12

9. Five is 10% of what number?

_____

12

TOTAL

/ 38
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PROBLEM SOLVING
1 i.

103

101

98

94

__

__
12

ii.

6

8

5

7

4

6

___

___
/2

iii.

9

16

12

14

15

12

18

___

___
/2

2. Draw tho ZUl figure in the sequence. How many dots will there be?

1s t

2nd

3rd

4th

X

X

X

X X

X
X X

X X

XXX

X X

XXX

XXX

XXX

X X X X

X X X X

/2

X X X X X

3. Fill in the missing dimensions.

12
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4. If 5 students eat two pizzas, how many pizzas will be needed to feed 20
students?
/2

5. There are 400 students enroled in Riverwood School. On Fiday 10% of the
students were absent owing to illness and of the remaining students 1/5 were on
a field trip. How many students were actually left at school on Friday?

12

6. If 3 people each flip a coin, what is the probability that all three will get
heads?

12

7. On the first day of school the teacher only gives the students one math question.
The next day the students get two questions and then four questions on the
following day. Each day the teacher doubles the number of questions. How
many days until the students have to do 128 questions?

12

8. Pat’s father is four times as old as Pat is now. In four years Pat will be
15 years old. How old is Pat’s father now?

12

TOTAL:
20
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RATIONAL NUMBERS
1. Change each of the following fractions to a terminating
or repeating decimal fractions.

i. ____

1

12

8

_IL

999

ii. ____

12

2. Change each of the following decimal fractions to a
fraction and reduce to lowest terms.
i.

0.4

i. ____

12
ii.

1.75

ii. ____

12
iii.

0.11

iii. ___

12
3. Solve:
i.

0.01 +0.1 -

i. ____

12
ii.

1.01-0.09-

ii.

12
iii.

0.001x10*

in.
12
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iv.

2.372 x 0.01 -

iv.
/2

v.

50.5 + 2.5 =»

V.

/2

4. Solve and reduce to lowest terms:

12

ii.
*•
12

iii
m.

2. x 2
5
3.

iii.
12

119
iv
•

1 x l l
4
2

iv.

v.

K>H

12

V

3 *2

12

vi

vi

l2- + -]L
3 4

12

TOTAL

/ 32
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ALGEBRA
1. Evaluate:
i.
a - 2 when a * 3

1.

/2
ii.

4t - 2 when t = 5

iii.

-4b when b * 6

/2
ii. ___

12
iv.

when x ■ ‘4

v. ___

12
2. Simplify:
i.

6 1- 3 1

12
ii.

2 a + -6a

ii. ____

12
iii.

4c + 5a - 2c

iii. ___

12
3. Solve:
i.

4n - 24

i.

_

12
ii.

n + 1 5 -1 0

ii. ____

12
iii.

iv.

n.12
8

iii .

4n - 4 ■ 20

iv.

12
12
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v.

v.

7 + 3a - 4a - 2

/2
4. Change the following word phrase to a mathematical phrase.
i.

triple a number divided by four.

i. ____
/2

5. Change the mathematical phrase to a word phrase
i.

3K - 6

i. ____

12

6. Evaluate:
i.

6.

1 3 x -2 y when x =* 3, y - 2

i.

12

ii.

x (x - y) + 9 when x « 3 t y » 2

ii.

12

iil.

3x + 2y w h e n x -3 ,y -2
2x

in

12

TO TAL:

/ 34
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INTEGERS
1. On a line graph (number line) plot the integers
greater than -3 and less than +4.

1.
/2

+

2. On a line graph (number line) plot the
integers that are equal to or greater than (£) -1.

2.

12

+

3. Solve:
i.

1--------1------- \

+

3.

+4 + (-3) /2

ii.

(• 5) + (- 4) »

ii. ____

12
iii.

(- 3) - (-5) -

iii. ___

12
iv.

(* 6) - (+ 4) »

iv. ___
/2

v.

+ 6 - (• 2) -

v.
12
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4. Solve:
i.

4.

6 x (- 4)

12
ii.

(- 6) x (- 4)

n.

12
iii.

15 +(-5)

in.

12
iv.

(-15) + (-5 )

IV.

12

TOTAL:

/22

NUM BER

CONCEPTS

ANSWERS:
1. a.

b.

Complete the place value table for the following
number 6 332 040.2307

Write the following numbers using expanded .
or scientific notation.

b.

i.

i. ____

538

12
ii.
c.

25.02

Round off the following numbers:
i.

84.592 Rounded to the nearest tenth

ii.

2.9564 Rounded to the nearest hundredth

iii.

10.099 Rounded to the nearest thousand

ii. ____
/2
c.

12

2. a.

List all the prime numbers less than 20.

2. a.

125

b.

Express 120 as the product of its prime factors.

2. b. _
/2

c.

List the first 4 composite numbers.

2. c.
/2

3. a.

Find the lowest common multiple (LCM) for
each set.
i.

20, 25

ii.

6, 12, 48

12
ii.

/2

b.

Find the greatest common factor (GCF)
for each set
i.

6,8

i. ____

12
ii.

10,15,30

ii. ____

12
4. Solve:
a
42 + 6-*-3x2»

a

___

12
b

b

2 x (3 1 4) - 6 ■
4

12
TOTAL:

_____

30

NAME:
CLASS:
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SHORT STORY
1.

R e a d th e following selection and a n s w e r all Q u e s tio n s in S ectio n A
a n d S ectio n B.

ALL THE YEARS OF HER UFE
T h e y w e re closing the d rugstore, a n d Alfred H ig g in s, w h o had ju st taken off his
w h ite ja c k e t, w a s putting on his c o a t an d getting re a d y to go h o m e .
T h e little g ra y -h a ire d m an , S am C a rr, w ho o w n e d th e d ru g s to re , w a s bending
d o w n behind th e cash register, a n d w h en A lfred H ig g in s p a s s e d him , he looked
up a n d said softly, "Just a m o m en t, A lfred. O n e m o m e n t b efo re you go."
T h e soft, co n fid en t, quiet w ay in w hich S am C a rr s p o k e m a d e A lfre d start to
butto n his co at nervously. H e felt su re his face w a s w h ite. S a m C a rr usually
s a id , "G ood night," brusquely, w ithout looking up.

In th e six m o n th s he had

b e e n working in the drugstore A lfred had n e v e r h e a rd his e m p lo y e r s p e a k softly
like th at. His h e a rt b e g an to b e a t so loud it w as h a rd for him to g e t his breath.
"W h a t is it, M r. C arr?" he asked.
" M a y b e you'd b e good en ough to ta k e a few th in g s out of yo u r p o cket and le a v e
th e m h ere b e fo re you go," S am C a rr said.
"W h a t things? W h a t a re you talking about?"

"Y o u 'v e got a co m p a c t and a lipstick an d at least tw o tu b e s of to o th p aste in yo u r
p o c k e ts , A lfred."

"W h a t do you m e a n ? D o you think I'm crazy?" A lfre d b lu stered . H is face got
red a n d he k n e w he looked fierce w ith indignation.

But S a m C a rr, standing by

th e d o o r w ith his blue e y e s shining bright behind his g la s s e s a n d his lips
m o vin g u n d e rn e a th his g ray m u s ta c h e , only n o d d e d his h e a d a fe w tim es, a n d
th e n A lfred g re w very frightened a n d he didn't k n o w w h a t to s a y .

S low ly he

ra is e d his h an d an d dip p ed it into his pocket, a n d w ith his e y e s n e v e r m eeting
S a m C arr's e y e s , he took out a blue co m p act a n d tw o tu b e s of to o th p aste a n d a
lipstick, a n d he laid th em one by o n e on the co u n te r.

"P e tty thieving, e h , A lfred ? ’ S a m C a rr said. "A nd m a y b e y o u ’d be good en ough
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to tell m e how long this has b e e n going on.’
"This is th e first tim e I e v e r took anything."
"S o now you think you'll tell m e a lie, eh ? W h a t kind of a sa p do I look like,
huh?

I don't kn o w w h at g o es on in m y own sto re, e h ?

I tell you've b e e n doing

this pretty stead y," S a m C a rr said a s he w ent o v e r a n d stood b eh in d th e c a s h
reg ister.
E v e r since A lfred had left school he had been g ettin g into trouble w h e re v e r he
w o rk e d . H e lived at h o m e with his m o th e r and his fa th e r, w ho w a s a printer. His
tw o o ld er bro th ers w e re m arried a n d his sister h a d g o t m am 'ed last y e a r, a n d it
w o u ld h ave b e e n all right for his p a re n ts now if A lfre d had only b e e n a b le to
k e e p a job.
W h ile S a m C a rr sm iled an d stro ked th e side of his fa c e very d e lic a te ly w ith th e
tips of his fingers, A lfred b eg an to fe e l fam iliar te rro r grow ing in him th a t had
b e e n in him e v e ry tim e he had g o t into such tro u b le .
"I liked you," S a m C a rr w as sayin g . "I liked you a n d w o u ld h ave tru s te d yo u ,
a n d now look w h a t I got to do." W h ile Alfred w a tc h e d with his ale rt, frig h te n e d
b lu e e y e s , S a m C a rr d ru m m ed w ith his fingers on th e coun ter. "I do n 't like to
c a ll a co p in point-blank," he w a s saying as he lo o k e d ve ry w orried. "Y o u 're a
fo o l, a n d m a y b e I should call y o u r fa th e r and tell him yo u 're a fool. M a y b e I
sh o u ld let th e m kn o w I'm going to h a v e you lo cked up."
"M y fath er's not at h o m e. H e ’s a printer. He w o rks nights," A lfred said.
"W h o 's at hom e?"
"M y m other, I guess."
"T h e n w e'll s e e w h at sh e says." S a m C a rr w en t to th e p h o n e an d d ia lle d th e
n u m b e r. A lfred w as not so m uch a s h a m e d , but th e re w a s that d e e p fright
g ro w in g in him, an d he blurted out arro g an tly, like a stro n g , full-grow n m a n ,
"Just a m inute. Y o u don't n eed to d ra w an yb o d y e ls e in. Y o u d o n ’t n e e d to tell
h er."

H e w a n te d to sound like a sw ag g e rin g , big g u y w h o could look a fte r

h im self, yet th e old, childish h ope w a s in him, th e longing th at s o m e o n e at h o m e
w o u ld c o m e a n d help him.
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" Y e a h , that's right, he's in trouble," M r. C a rr w a s saying. "Y e a h , y o u r boy w orks
fo r m e . Y o u 'd b etter c o m e dow n in a hurry."

A n d w h e n he w a s finished Mr. C a rr w ent over to th e d o o r an d looked out at the
stre e t an d w a tc h e d the people passing in the late s u m m e r night. "I'll k e e p my
e y e out fo r a c o p ’ w as all he said.
A lfre d k n e w h ow his m o th er would co m e rushing in; she w ould rush in with h er
e y e s b la zin g , or m ayb e she w ould be crying, a n d she w ould push him a w a y
w h e n he tried to talk to her, and m ake him feel h er d read fu l co n tem p t; yet he
lo n g ed th a t sh e might co m e b efore Mr. C a rr s a w th e cop on th e b e a t passing
th e door.
W h ile th e y w a ite d — and it s e e m e d a long tim e — th e y did not s p e a k , an d w h e n at
last th e y h e a rd so m e o n e tapping on the closed do o r, M r. C a rr, turning th e latch,
s a id crisply, "C o m e in, M rs. Higgins." H e looked h a rd -fa c e d an d s te m .
M rs . H iggins m ust have been going to bed w h e n he te le p h o n e d , fo r h er hair
w a s tu c k e d in loosely u n d er her hat, and her h a n d at her th ro at held h er light
c o a t tight ac ro s s her chest so h er dress would not show . S h e c a m e in, large
a n d p lu m p , w ith a little sm ile on her friendly fa c e .

M o st of th e store lights had

b e e n tu rn ed out and at first she did not see A lfred , w h o w as stan d in g in the
s h a d o w at th e end of th e counter. Y e t as soon as she s aw him sh e did not look
a s A lfred th o u g h t she w ould look; she sm iled, h e r blue eye s n e v e r w a v e re d ,
a n d w ith a c a lm n e s s and dignity that m ade th e m forget that her clo th es s e e m e d
to h a v e b e e n throw n on her, she put out her h a n d to M r. C a rr an d said politely,
"I'm M rs. H iggins. I'm A lfred's m other."
M r. C a rr w a s a bit em b a rra s s e d by her lack of te rro r an d h er sim plicity, an d he
h ard ly k n e w w h a t to say to her, so she asked , "Is A lfred in trouble?"
"H e is. H e 's b e e n taking things from the store.

I c a u g h t him re d -h a n d e d . Little

th in g s like co m p acts and to o th p aste and lipsticks. S tu ff he ca n sell easily," the
p ro p rie to r said .

A s sh e listen ed M rs. Higgins looked at Alfred s o m e tim e s an d n o d d e d h e r h ead
s a d ly , an d w h e n S am C a rr had finished she said g ra v e ly , "Is it so, A lfred?"
"Yes."
"W h y h a v e you b een doing it?"
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"I b e e n sp en d in g m o n e y , I g u e s s .’

"O n w hat?"
"G o in g aro u n d w ith th e guys, I g u ess," Alfred said.
M rs . H iggins put out h e r h and a n d to u ch ed S a m C a rr's arm with an
u n d e rs ta n d in g g e n tle n e s s , an d s p e a k in g as th o u g h afraid of disturbing him , sh e
s a id , "If you w o u ld o n ly listen to m e b efore doing anything."

H e r sim ple

e a rn e s tn e s s m a d e h e r shy; h e r hum ility m ad e h e r fa lte r and look aw a y , but in a
m o m e n t sh e w a s sm iling g ra v e ly a g a in , an d sh e said with a kind of patient
dignity, "W h at d id you intend to d o , M r. Carr?"
"I w a s going to g e t a co p . T h a t’s w h a t I ought to do."
"Y e s , I su p p o se so. ft’s not fo r m e to say, b e c a u s e h e ’s m y son. Y e t I so m etim es
th in k a little g o o d a d v ic e is th e b e s t thing for a b oy w h e n h e ’s at a certain period
in his life," sh e said .
A lfre d co u ld n ’t u n d e rs ta n d his m o th e r's quiet c o m p o s u re , for if th e y had b een at
h o m e a n d s o m e o n e h ad s u g g e s te d that he w a s going to be a rre s te d , he kn ew
s h e w o u ld be in a ra g e an d w o u ld cry out a g a in s t him . Y e t now she w as
s tan d in g th e re w ith th a t g e n tle , p le a d in g sm ile on h e r fa c e , sayin g , "I w o n d e r if
yo u d o n ’t think it w o u ld be b e tte r ju st to let him c o m e hom e with m e. H e looks a
big fello w , d o e s n 't h e ?

It ta k e s s o m e of th em a long tim e to g e t an y sense," and

th e y both stared at A lfre d , w ho sh ifted a w ay w ith a bit of light shining for a
m o m e n t on his thin fa c e a n d th e tiny pim ples o v e r his c h e e k b o n e s .
But e v e n w h ile he w a s turning a w a y u n easily A lfre d w a s realizing that Mr. C a rr
h a d b e c o m e a w a re th a t his m o th e r w a s really a fin e w o m a n ; he k n e w th at S a m
C a r r w a s p u z z le d by his m o th er, a s it he had e x p e c te d h er to co m e in an d p le a d
w ith him tearfu lly, an d in stead h e w a s being m a d e to feel a bit a s h a m e d by h er
v a s t to le ra n c e . W h ile th e re w a s only th e so und o f th e m other's soft, assu red
vo ic e in th e s to re , M r. C a rr b e g a n to nod his h e a d e n co u rag in g ly at her. W ith o u t
b ein g a la rm e d , w h ile being just la rg e an d still a n d sim p le a n d hopeful, she w as
b e c o m in g d o m in a n t th e re in th e d im ly lit store.
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"O f co u rse, I don't w an t to be harsh," M r. C a rr w a s saying.
"I'll tell you w h a t I’ll do.

I’ll just fire him and let it go at th at. H o w 's that?" a n d he

got up an d sho o k hands with M rs. H iggins, bow ing low to h er in d e e p resp ect.
T h e re w a s such w arm th and g ratitu d e in th e w a y sh e said, "I'll n e v e r fo rg et your
kindness," th a t M r. C a rr beg an to fe e l w arm a n d g e n ia l him self.
"Sorry w e h ad to m eet this w ay," he said. "But I'm g la d I got in to u ch w ith yo u .
Just w a n te d to do th e right thing, that's all," he said.
"It's b e tte r to m e e t like this than n e v e r, isn’t it?" s h e said. S u d d e n ly th e y
c la s p e d h a n d s as if th ey liked e a c h other, as if th e y had kn ow n e a c h o th e r a
long tim e. "G o o d night, sir," she said.
T h e m o th er a n d son w a lk e d along th e street to g e th e r, an d th e m o th e r w a s
takin g a long, firm stride as she looked a h e a d with h e r s te m fa c e full of w orry.
A lfred w as afra id to s p e a k to her, he w a s afraid of th e s ilen ce th at w a s b e tw e e n
th e m , so he only looked a h e a d to o , fo r th e e x c ite m e n t a n d relief w e re still pretty
strong in him ; but in a little w h ile, going along like th a t in s ilen ce m a d e him
terribly a w a re o f th e strength a n d th e stern n ess in her; he b e g a n to w o n d e r w h at
sh e w a s thinking of as she stared a h e a d so grim ly; sh e s e e m e d to h a v e
forgotten th a t h e w a lk e d beside her; so w h e n th e y w e re p assin g u n d e r th e Sixth
A v e n u e e le v a te d and th e rum ble of th e train s e e m e d to b re a k th e s ile n c e , he
said in his old, blustering w ay, T h a n k G o d it tu rn ed out like th at.

I c e rta in ly

w o n ’t g e t in a ja m like that again."

"Be q uiet.

D o n l s p e a k to m e. Y o u 'v e d isg raced m e a g a in a n d a g a in ," s h e said

bitterly.

"T h at's th e last tim e. T h at's all I'm saying."
"H a v e th e d e c e n c y to be quiet," sh e sn ap p ed . T h e y kep t on th e ir w a y looking
straig h t a h e a d .

132
W h e n th e y w e re at h o m e and his m other to o k off h e r co at, A lfred s a w that she
w a s really only h a lf-d re s s e d , a n d she m ad e him fe e l afraid a g a in w h e n she
said , w ithout e v e n looking at him , "You're a b ad lot. G o d forgive yo u .

It's one

thing a fte r a n o th e r and a lw ays has b een. W h y do you stand th e re stupidly? G o
to b e d , w h y d o n l you?" W h e n he w as going, sh e said, "I’m going to m ake
m yself a cup of te a . M ind, now , not a word a b o u t tonight to your fath er."
W h ile A lfred w a s undressing in his b ed ro o m , he h e a rd his m o th e r m oving
aro u n d th e kitchen. S h e filled th e kettle an d put it on th e stove. S h e m o v e d a
ch air. A n d as he listen ed th ere w as no s h a m e in him , ju s t w o n d e r a n d a kind of
ad m ira tio n of h e r strength and rep o se. H e co u ld still s e e S a m C a rr nodding his
h e a d en c o u ra g in g ly to her; he could h ear h e r talkin g sim ply a n d e a rn e s tly , an d
a s he sat on his b ed he felt a pride in her stren g th . "S h e certain ly w a s sm ooth,"
he th o u g h t. " G e e , I'd like to tell h e r she s o u n d e d sw ell."
A n d at least he got up and w en t along to th e kitch en , and w h e n he w a s at th e
d o o r he s a w his m o th e r pouring herself a c u p of te a .

H e w a tc h e d a n d he didn't

m o v e . H e r fa c e as she sat th e re , w as a frig h te n e d , broken fa c e u tterly unlike the
fa c e o f a w o m a n w h o h ad b e e n so assured a little w hile ago in th e d ru g sto re.
W h e n sh e re a c h e d out an d lifted the kettle to p o u r hot w a te r in h er c u p , her
h a n d tre m b le d a n d the w a te r s p la s h e d on th e sto v e .

Lean in g b a c k in th e chair,

sh e sig h ed a n d lifted the cup to h er lips, an d h e r lips w e re groping lo o sely as if
th e y w o u ld n e v e r reach the cup.

S h e sw allo w ed th e hot te a e a g e rly , an d th en

sh e s tra ig h te n e d up in relief, th o u g h her h a n d holding th e cup still tre m b le d .
S h e lo o ked v e ry old.
It s e e m e d to A lfred that this w a s the w ay it h a d b e e n e very tim e he h a d b e e n in
tro u b le b e fo re , th a t this trem b lin g had really b e e n in h er as sh e hum 'ed out halfd re s s e d to th e d ru g sto re.

H e understo o d w h y sh e sat alo n e in th e kitchen th e

night his young s is te r h ad kept repeatin g d o g g e d ly th at she w a s getting
m a rrie d .

N o w h e felt all that his m o th er had b e e n thinking of a s th e y w a lk e d

alo n g th e s tre e t to g e th e r a little w hile ago. H e w a tc h e d his m o th er, a n d he
n e v e r s p o k e , but at that m o m en t his youth s e e m e d to be over; he k n e w all the
y e a rs of h e r life by the w ay her h an d trem b led as s h e raised th e cup to h er lips.
It s e e m e d to him th a t this w as th e first tim e he h ad e v e r looked upon his m other.
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S E C T IO N A

(2 points each )

C h e c k the correct an sw er:
1. W h e n Mr. C a rr sp e a k s softly A lfre d know s so m eth in g is

2.

____ a.

exciting

____ b.

w ro n g

____ c.

sad

M r. C a rr is co n vin ced that A lfred h as
____ a.

n e v e r stolen b efore

____ b.

b e e n stealing

____ c.

sto len only once b e fo re

stead ily

3. A lfred ex p e c ts his m o th er to
____ a.

4.

d e fe n d him

____ b.

punish him

____ c.

a p o lo g ize for him

W h e n M rs. H iggins m eets S a m C a rr for th e first tim e , sh e e m b a rra s s e s him
by her
____ a.

sim plicity

____ b.

ra g e

____ c.

te a rs

5. A lfre d says he n e e d e d m o n ey to

6.

____ a.

ta k e out a girl

____ b.

p a y so m e debts

____ c.

go aro u n d with his frien d s

M r. C a rr ad m its he w as planning to
a

7.

forget th e incident

____ b.

g et a cop

____ c.

lecture to Alfred

M rs . H iggins p e rs u a d e d S a m to let Alfred
____ a.

c o m e h o m e with h er

____ b.

k e e p his job

____ c.

p a y for th e stolen g o o d s
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8. At the end of the story why did it seem that Alfred’s youth was over?
____ a.

he felt o ld e r an d m o re confident

____ b.

he k n e w his m o th er w a s sick and dying

____ c.

h e k n e w his m o th e r w o u ld n l alw ays b e stro n g en o u g h to protect
h im .

9.

W h y w as M r. C a rr p u zzle d by M rs. Higgins' b e h a v io r?
____ a.

he e x p e c te d her to b e pleading an d te a rfu l

____ b.

he e x p e c te d h er to be patien t and to le ra n t

____ c.

he e x p e c te d h er to b e a fine w o m an .

1 0 . W h y do you th in k A lfred w a s a lw a y s getting into tro u b le ?
____ a .

he w a s a lw a y s broke

____ b.

he felt no s h a m e for his actions

___c.

his fa m ily d id n l c a re a b o u t him.
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SECTION B
A n s w e r th e follow ing questions in c o m p le te s e n te n c e s .
1.

Identify the active c h a ra c te r in th e story. P ro v e this using two e x a m p le s from
th e story to support yo u r an sw er.

/3
2.

G iv e a physical description of S a m C a rr. U s e th re e e x a m p le s from th e story
to pro ve y o u r an sw er.

/3
3.

N a m e two te c h n iq u e s of c h a ra c te r d e v e lo p m e n t th e au th o r u s e s to d e v e lo p
A lfre d ’s personality. G ive o ne e x a m p le from th e story fo r e a c h te c h n iq u e
u s e d in yo u r an sw er.

/3
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4.

D e s c rib e th e setting of the story. U s e two d etails from th e story to support
y o u r a n s w e r.

/3
5.

W h a t plot structure is used in this story? U s e at le a s t th re e e x a m p le s from
th e story to supp o rt yo u r an s w e r.

/3
6.

N a m e tw o ty p e s of conflicts fo u n d in th e story. G iv e o ne e x a m p le
of ea c h .

/2
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7 In a short paragraph describe the climax of the story. At what point
in the story does the climax occur? Explain how you know this is
the climax.

/3
T O T A L : /2 0
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POETRY
R e a d th e follow ing p o em an d c h eck the co rrect a n s w e r to e a c h q u estio n .

THE SPIDER
W ith six sm all d iam o n d s fo r his e y e s
H e w alks upon the S u m m e r s kies,
D raw in g from his silken b lo u se
T h e lac e w o rk of his d w ellin g h o u se.
H e lays his staircase as he g o e s
U n d e r his eight thoughtful to e s
A n d grow s with th e c o n cen tric flo w e r
O f his sh ad o w less, thin b o w e r.
His b ack legs are a p air of h an d s,
T h e y can spindle out th e stran d s
O f a th read that is so sm all
It stops the sunlight not at all.
H e spins him self to th re a d s of d e w
W h ich will h ard en soon into
Lines that cut like s le n d e r kn ives
A cross the insects' airy lives.

H e m a kes no m otion but is right,
H e sp read s out his a p p e tite
Into a netw ork, twist on tw ist,
T h is little an cien t scientist.
H e d o es not know he is u nkind,
H e has a je w e l for a m ind
A n d logic d e a d ly as dry b o n e ,
T h is sm all son of E u clid 'S 1 ow n.

1. Euclid (uTdid), G reek mathematician who lived about 3 0 0 B.C.
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1. T h e p u rp o se of "T h e S p id er- is to
____ a.
__ b.
____ c.

w a rn m a n of th e d e a d lin e s s of spiders
tell th e story of a sp id er trapping an in sect
d e s c rib e th e g ra c e fu l, yet business like m a n n e r of a spider.

2 . T h e im a g e ry in lines 1 1 -1 2 a p p e a ls to th e s e n s e of
____ a.

sight

____ b.

ta s te

____ c.

to u c h

3 . T h e la c e w o rk m e n tio n e d in line 4 refers to
a.

4.

5.

th e w e b b in g th a t th e sp id er constructs

____ c.

th e poison th at th e sp id er s e c re te s

W ith in th e c o n text, th e w ord "thoughtful* in line 6 m e a n s
____ a .

c a re fre e

____ b.

c a re fu l

____ c.

kin d ly

T h e im a g e ry in s ta n z a 3 su g g ests
____ a .

6.

th e d e s ig n on th e spid er's b ack

____ b.

a p erso n twisting y a rn into th re a d

____ b.

th e fe a ts of a skillful acro b at

____ c.

a brilliant clo u d less sky

T h e w o rd s "harder", ’ cut", a n d "knives" in s ta n z a 4 picture th e spid er's w eb
as
____ a.

7.

a sm all fort

____ b.

a d e a th trap

____ c.

a n u n c o m fo rta b le d w ellin g

T h e im a g e ry th ro u g h o u t th e p o e m su g g ests a re s e m b la n c e b e tw e e n the
s p id e r and
____ a .

m an

____ b.

n a tu re

c.

o th e r insects
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8.

"H e d o e s not know he is unkind."
T h is line fro m the p o em im plies th a t spiders kill
____ a.

fo r p leasu re

____ b.

by instinct

____c.

in s e lf-d e fe n s e

9 . T h e id e a th a t spiders are skilled c ra fts m e n is im p lie d in w h ich s ta n z a ?
a.

10.

th e fourth s ta n za

____ b.

th e fifth s ta n za

____ c.

th e sixth s ta n za

T h e rhym e s c h e m e in e a c h s ta n z a is
____ a.

abab

____ b.

abed

____ c.

aabb

11 .T h e poet's attitude to w ard sp id ers is o ne of
____ a.

12.

fe a r

____ b.

d is lik e

____ c.

a d m ira tio n

T h e poet is m ost im p ressed by th e spider's
____ a.

a p p e a ra n c e

____ b.

a b ility

____ c.

c ru elty

1 3 . "Lines th at cu t like s le n d e r knives"
T h is line fro m th e p o em contain s
____ a.

a m e ta p h o r

____ b.

a sim ile

____ c.

p ers o n ific a tio n
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14. “He has a jewel for a mind“
This line from the poem contains
___a.
a metaphor
___b.
a simile
___c.
alliteration
15. “This little ancient scientist"
This line from the poem contains
personification
___a.
___b.
a simile
onomatopoeia
___c.

TOTAL: /30

MYTHOLOGY
R e a d th e following selectio n and a n s w e r all q u e s tio n s in S ectio n A a n d
S e c tio n B.

THE TITANS
T h e T ita n s w ere the first children of M o th e r E a rth . T h e y w e re th e first g o d s, ta lle r
th a n th e m ountains she created to s e rv e th e m a s th ro n e s , an d both E a rth a n d
S k y w e re proud of th e m . T h e re w e re six T ita n s , six glorious g o d s, a n d th e y h ad
six sisters, th e T ita n e s s e s , w hom th e y to o k fo r th e ir w ives.
W h e n G a e a a g a in g a v e birth, U ran u s w a s not p ro u d . T h e ir n e w c h ild re n w e re
a ls o h u g e , but e a c h h ad only o ne g low ing e y e s e t in th e m iddle of his fo re h e a d .
T h e y w e re th e th re e C yclo p s an d th e y w e re n a m e d Lightning, T h u n d e r, an d
T h u n d e rb o lt. T h e y w e re not h a n d s o m e g o d s, but tre m e n d o u s ly strong sm iths.
S p a rk s from th e ir h eavy h am m ers fla s h e d ac ro s s th e sky an d lit up th e h e a v e n s
so brightly that e ven th e ir father's stars fa d e d .
A fte r a w hile M o th e r E arth bore th ree m o re sons.

U ra n u s looked at th e m with

d isg u st. E ach of th e m h ad fifty h ea d s a n d a h u n d re d strong arm s. H e h ated to
s e e such ugly c re a tu re s w alk about on lovely E a rth , so he s e iz e d th e m a n d th e ir
b ro th e rs the C yclo p s a n d flung th em into T a rta ru s , th e d e e p e s t, d a rk e s t pit
u n d e r th e earth.
M o th e r Earth loved h er children an d could not fo rg ive h e r h u s b an d fo r his
c ru e lty to th em . O u t of hardest flint s h e fa s h io n e d a sickle and sp o k e to her
s o n s, th e T itans:
"T a k e this w e a p o n , m a k e an end to y o u r fath er's c ru e lty a n d set y o u r brothers
free."
F e a r to o k hold of five of th e Titan s a n d th e y tre m b le d a n d refu sed . O n ly C ro n u s,
th e y o u n g e s t but the strongest, d a re d to ta k e th e sic k le . H e fell upon his fath er.
U ra n u s could not w ith stan d the w e a p o n w ie ld e d by his strong son a n d fled,
g ivin g up his p ow ers.
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M o th e r Earth m a d e P o n tu s, th e boundless s e a s , h e r second h u sb an d , a n d from
this union sp ran g th e g ods of w a te ry depths. A nd from her rich g ro u n d g re w an
a b u n d a n c e of tre e s and flow ers and, out of h er crevices, sprites, b e a s ts , and
e a rly m an crep t forth.
C ro n u s w as now th e lord of th e u niverse. H e sat on the highest m o u n tain an d
ru led o v e r h e a v e n an d earth w ith a firm hand. T h e o th er gods o b e y e d his will
a n d e a rly m an w o rsh ip p ed him . T h is w as m an 's G o ld en A g e.

M e n lived

h ap p ily and in p e a c e with the g o d s an d e ach other. T h e y did not kill a n d th e y
h ad no locks on th e ir doors, fo r theft had not yet b e e n invented.
B ut C ro n u s did not set his m onstrous brothers fre e , and M o th er Earth w a s an g ry
w ith him an d plotted his d o w n fall. S h e had to w ait, for no god yet born w as
stro n g enough to o p p o se him . But she kn ew th at on e of his sons w o u ld be
s tro n g e r th an h e, just as C ro n u s had been stro n g er th an his fath er. C ro n u s
k n e w it too, so e v e ry tim e his T ita n e s s -w ife R h e a g ive birth, he to o k th e n ew born
g o d a n d s w a llo w e d it. W ith all of his offspring secu rely inside him , he had
nothing to fe a r.
B ut R h e a m o u rn ed . H e r five sisters, w ho h ad m arried th e five o th e r T ita n s , w e re
s u rro u n d e d by th e ir T ita n c h ild ren , w hile she w a s all alo n e . W h e n R h e a
e x p e c te d h er sixth child, she a s k e d M o th er Earth to help her save th e child from
his fa th e r. T h is w as just w h at M o th e r Earth had b e e n waiting for. S h e g a v e h er
d a u g h te r w h is p e re d ad v ic e , a n d R h e a w ent a w a y smiling.

A s soon as R h e a had borne h e r child, the god Z e u s , she hid him. T h e n she
w ra p p e d a sto n e in baby clo th es an d g ave it to h er h u sb an d to sw allo w in stead
o f h e r son. C ro n u s w as fooled a n d sw allo w ed th e stone, and the little god Z e u s
w a s spirited a w a y to a secret c a v e on the island of C re te . O ld C ro n u s n e v e r
h e a rd th e cries of his young son, for M o th er Earth set noisy earth sprites outside
th e c a v e . T h e y m a d e such a clatter, beating th e ir shields with th eir sw o rd s, th at
o th e r so u n d s w e re d ro w n ed out.
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SECTION A
1. W h o w e re th e T itan s?

/2
2

W h y w a s U ra n u s not proud of his n e w ch ild ren ?

3.

W h y w a s U ra n u s disg u sted w ith th e s eco n d s e t of th re e so n s M o th e r Earth

12
b o re him ?

12
4.

W h a t did h e do with th ese so n s?

12
5.

H o w did M o th e r Earth feel a b o u t U ran u s' a c tio n s ?

6.

A.

W h a t d id M o th e r E arth m a k e fo r h er so n s th e T ita n s ?

B.

W h a t d id she a s k th em to do?

12
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7.

A.

W h o w a s M o th e r Earth's s e c o n d h u sb an d ?

12
B.

W h o w a s R h e a and w h at p ro b le m did she h a v e ?

12
8.

A lte r d e fe a tin g U ra n u s w hat h a p p e n e d to C ro n u s ?

12
T O T A L : /2 0

146

SECTION B
M yth s h ave c e rta in ch aracteristics th at set them a p a rt from o th er fo rm s o f
literature. B e lo w a re listed five such ch aracteristics.

F o r e a c h c h a ra c te ris tic find

a n e x a m p le fro m T h e T ita n s ' a n d w rite it in th e s p a c e p rovided b e lo w .

12

a.

Irrational in te rm s of m odem science.

b.

Explains th e origin of m an.

12

c.

E xplains th e origin of natural p h e n o m e n a

12

d.

E xisten ce o f skyd w elle rs.

12

e.

P erso n ificatio n (h u m a n qualities given to n o n -h u m a n fo rm s)

/2

TOTAL

/1 0

APPENDIX E

COMPILATION OF THE SURVEY DATA

CRITERION-REFERENCED TESTS: TEACHER QUESTIONNAIRE
Teacher Responses (N = 38)

1. The CRT results provide me with information regarding my methods of
instruction.
strongly disagree
18% , n = 7

disagree
26% , n = 10

undecided
18% , n = 7

agree
26% , n = 10

strongly agree
11% , n - 4

2. The CRT results do not help me gauge the effectiveness of my program.
strongly disagree
37% , n = 1 4

disagree
21% , n = 8

undecided
18% , n = 7

agree
18% , n = 7

strongly agree
5% , n = 2

3. The CRT results only confirm what I already know about my students’
learning.
strongly disagree
35% , n * 1

disagree
8% , n - 3

u n decided
16% , n * 6

agree
42% , n = 16

strongly agree
32% , n = 12

4. The CRT program helps to clarify provincial curriculum expectations.
strongly disagree
21% , n = 8

disagree
21% , n = 8

undecided
16% , n = 6

agree
16% , n = 6

strongly agree
26% , n - 1 0

5. The CRT program helps to ensure consistency of programming across the
district.
strongly disagree
16% , n = 6

disagree
13%, n = 5

undecided
13% , n = 5

agree
29% , n = 11

strongly agree
29% , n = 11

6. The CRT program is Dfll a worthwhile use of district resources.
strongly disagree
29% , n = 11

disagree
13% , n = 5

u n decided
34% , n « 1 3

agree
18% , n « 7

strongly agree
5% , n - 2

7. The CRT results have caused me to adjust my instructional methods.
strongly disagree
11% , n - 4

disagree
21% , n = 8

undecided
21% , n = 8

agree
42% , n « 1 6

strongly agree
5% , n = 2

8. The CRT results have caused me to use different teaching materials.
strongly disagree
16% , n = 6

disagree
18% , n = 7

u n decided
21% , n = 8

agree
39% , n - 15

strongly agree
5% , n - 2

9. The CRT program does nol provide me with information that I find useful.
strongly disagree
29% , n = 11

disagree
32% , n = 12

u n decided
18% , n = 7

agree
11% , n = 4

strongly agree
11% , n = 4
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10.

The CRT results have caused me to change the amount of class time I
spend on certain content areas.
strongly disagree
8% , n « 3

disagree
13% , n = 5

undecided
26% , n - 10

agree
37% , n«=14

strongly agree
16% , n = 6

11. The CRT results have caused me to spend more class time reviewing the
year’s course content.
strongly disagree
5% , n = 2

12.

strongly agree
11% , n - 4

disagree
16% , n = 6

undecided
58% , n = 22

agree
13% , n = 5

strongly agree
3% , n = 1

disagree
16% , n - 6

undecided
37% , n - 14

agree
24% , n = 9

strongly agree
16% , n * 6

My own teacher made tests provide me with more information than the
district’s criterion-referenced testing program.
strongly disagree
3% , n - 1

15.

agree
47% , n = 18

I feel the district’s criterion-referenced testing program is worthwhile and
should be continued.
strongly disagree
8% , n - 3

14.

undecided
29% , n = 1 1

Norm-referenced tests would provide me with more information regarding
my students’ learning than the criterion-referenced tests.
strongly disagree
11% , n = 4

13.

disagree
8% , n = 3

disagree
11% , n - 4

undecided
42% , n - 16

agree
21% , n = 8

strongly agree
24% , n - 9

Ido nol see any value in having any form of year-end exams, whether
constructed by teachers, the district, or the provincial government.
strongly disagree
53% , n = 20

disagree
26% , n = 10

u n decided
18% , n = 7

agree
3% , n = 1

strongly agree
0%

CRITERION-REFERENCED TESTS: TEACHER QUESTIONNAIRE
Administrator Responses (N = 7)

1. The CRT results provide teachers with information regarding their methods
of instruction.
strongly disagree
14% , n =
1

disagree
29% , n = 2

undecided
14% , n - 1

agree
29% , n = 1

strongly agree
14% , n = 1

2. The CRT results do ngl help teachers gauge the effectiveness of their
programs.
strongly disagree
43% , n = 3

disagree
29% , n - 2

undecided
29% , n = 2

agree
0%

strongly agree
0%

3. The CRT results only confirm what teachers already know about their
students’ learning.
strongly disagree
0%

disagree
43% , n - 3

undecided
14% , n - 1

agree
14% , n - 1

strongly agree
29% , n = 2

4. The CRT program helps to clarify provincial curriculum expectations.
strongly disagree
0%

disagree
14% , n = 1

undecided
14% , n = 1

agree
57% , n - 4

strongly agree
14% , n = 1

5. The CRT program helps to ensure consistency of programming across the
district.
strongly disagree
0%

disagree
0%

undecided
43% , n = 3

agree
29% , n = 2

strongly agree
29% , n = 2

6. The CRT program is nol a worthwhile use of district resources.
strongly disagree
71% , n =
5

disagree
0%

undecided
29% , n = 2

agree
0%

strongly agree
0%

7. The CRT results have caused teachers to adjust their instructional
methods.
strongly disagree
0%

disagree
14% , n - 1

undecided
43% , n = 3

agree
43% , n = 3

strongly agree
0%

8. The CRT results have caused teachers to use different teaching materials.
strongly disagree
14% , n =
1

disagree
0%

undecided
29% , n = 2

agree
57% , n = 4

strongly agree
0%

9. The CRT program does nol provide my school with information that we find
useful.
strongly disagree
43% , n = 3

disagree
14% , n = 1

undecided
29% , n = 2

agree
0%

strongly agree
14% , n = 1
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10.

The CRT results have caused teachers to change the amount of class time
they spend on certain content areas.
strongly disagree
14% , n = 1

disagree
0%

undecided
0%

agree
86% , n = 6

strongly agree
0%

11. The CRT results have caused teachers to spend more class time
reviewing the year’s course content.
strongly disagree
0%

12.

strongly agree
14% , n = 1

disagree
14% , n =

1

undecided
0%

agree
14% , n - 1

strongly agree
0%

disagree
0%

undecided
0%

agree
43% , n = 3

strongly agree
43% , n = 3

I believe teacher made tests provide more information to the school than
the district’s criterion-referenced testing program.
strongly disagree
14% , n = 1

15.

agree
86% , n = 6

I feel the district’s criterion-referenced testing program is worthwhile and
should be continued.
strongly disagree
14% , n = 1

14.

u n decided
0%

Norm-referenced tests would provide me with more information regarding
our students’ learning than the criterion-referenced tests.
strongly disagree
71% , n * 5

13.

disagree
0%

disagree
14% , n = 1

undecided
29% , n = 2

agree
14% , n = 1

strongly agree
29% , n = 2

I do nfll see any value in having any form of year-end exams, whether
constructed by teachers, the district, or the provincial government.
strongly disagree
57% , n = 4

disagree
43% , n = 3

undecided
0%

agree
0%

strongly agree
0%

CRITERION-REFERENCED TESTS: TEACHER QUESTIONNAIRE
Teacher and Administrator Responses (N = 45)

1. The CRT results provide me with information regarding my methods of
instruction.
strongly disagree
18% , n = 8

disagree
27% , n = 12

u n decided
18% , n = 8

agree
27% , n = 12

strongly agree
11% , n = 5

2. The CRT results do nol help me gauge the effectiveness of my program.
strongly disagree
38% , n = 17

disagree
22% , n = 10

u n decided
20% , n = 9

agree
16% ,

strongly agree
n = 7 4% , n = 2

3. The CRT results only confirm what I already know about my students’
learning.
strongly disagree
2% , n = 1

disagree
13% , n = 6

u n decided
16% , n = 7

agree
38% ,

n

strongly agree
=
17

31% , n = 14

4. The CRT program helps to clarify provincial curriculum expectations.
strongly disagree
18% , n - 8

disagree
20% , n -

9

undecided
16% , n * 7

agree
22% , n = 10

strongly agree
24% , n - 1 1

5. The CRT program helps to ensure consistency of programming across the
district.
strongly disagree
13% , n = 6

disagree
11% , n = 5

u n decided
18% , n = 8

agree
29% ,

n

strongly agree
=
13

29% , n = 13

6. The CRT program is ngl a worthwhile use of district resources.
strongly disagree
36% , n = 16

disagree
11% , n = 5

undecided
33% , n = 15

agree
16% ,

n

strongly agree
= 7
4% , n = 2

7. The CRT results have caused me to adjust my instructional methods.
strongly disagree
9% , n = 4

disagree
20% , n = 9

undecided
24% , n = 11

agree
42% ,

n

strongly agree
= 19
4% , n * 2

8. The CRT results have caused me to use different teaching materials.
strongly disagree
16% , n = 7

disagree
16% , n = 7

undecided
22% , n = 10

agree
42% ,

n

strongly agree
= 19
4% , n = 2

9. The CRT program does ncl provide me with information that I find useful.
strongly disagree
31% , n - 14

disagree
29% , n - 13

undecided
20% , n = 9

agree
9% , n = 4

strongly agree
11% , n - 5
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10.

The CRT results have caused me to change the amount of class time I
spend on certain content areas.
strongly disagree
9% , n = 4

disagree
11% . n - 5

undecided
22% , n - 10

agree
4 4 % , n - 20

strongly agree
13% , n - 6

11. The CRT results have caused me to spend more class time reviewing the
year’s course content.
strongly disagree
4% , n - 2

12.

strongly agree
11% , n -= 5

disagree
16% , n = 7

undecided
49% , n = 22

agree
13% ,

strongly agree
n =6 2% , n = 1

disagree
13% , n = 6

undecided
31% , n - = 1 4

agree
27% , n - 1 2

strongly agree
20% , n = 9

My own teacher made tests provide me with more information than the
district’s criterion-referenced testing program.
strongly disagree
4% , n = 2

15.

agree
53% , n = 24

I feel the district’s criterion-referenced testing program is worthwhile and
should be continued.
strongly disagree
9% , n = 4

14.

u n decided
24% , n = 11

Norm-referenced tests would provide me with more information regarding
my students’ learning than the criterion-referenced tests.
strongly disagree
20% , n = 9

13.

disagree
7% , n - 3

disagree
11% , n = 5

u n decided
40% , n = 18

agree
20% ,

strongly agree
n = 9 24% , n = 11

Ido nol see any value in having any form of year-end exams, whether
constructed by teachers, the district, or the provincial government.
strongly disagree
53% , n * 2 4

disagree
29% , n = 13

undecided
16% , n = 7

agree
2 % ,n

=

strongly agree
1
0%

APPENDIX F

SUMMARY OF THE DATA FROM THE OPEN-ENDED
SURVEY ITEM AND THE INTERVIEWS
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- longitudinal information interesting for teachers
- promotes exchanges between school staffs (2)
Suggestions
- teachers need to be inserviced on how to interpret results and report them to
parents
- tests need to be realigned as provincial curriculua changes (2)
- more vigilance required to ensure teachers adapt their programs to reflect the
findings of the testing program
- more teacher P. D. required to allow teachers to change their methodologies
based on test results
- more info should be passed on to the receiving teacher (2)
- must be used to gauge what is taught, not to determine what is taught
- tests shouldn’t be used to make across school or across years comparisons
as there are too many confounding variables (2)
- weighting of exams for reporting purposes should be reexamined (3)

Other
- teachers know what the outcomes will be
- we are testing motivation rather than achievement, many students make
minimal effort as it doesn’t count in passing/failing (2)
- teachers’ own assessment is more accurate (2)
- classroom visits would provide teachers with more feedback about the
effectiveness of their teaching
- change tests more frequently
- math test more useful than language arts

Note. Number in parentheses indicates number of similar comments expressed
in the views of the 41 respondents.

APPENDIX G

ANNUAL TEST SCORE MEANS BY SCHOOL

Criterion-Reference Test Scores; 1992
School
A

School
B

School
C

School
D

School
E

School
F

District
mean

Data management

5 6 .5

8 6 .9

7 1 .9

8 5 .2

4 4 .0

8 3 .7

6 9 .3

Geometry

6 3 .2

4 9 .7

6 5 .0

7 1 .0

7 6 .9

7 1 .8

6 7 .6

Ratio and percent

7 1 .7

7 3 .6

6 3 .3

7 3 .0

7 4 .3

8 5 .0

7 3 .9

Rational numbers

4 8 .0

6 3 .2

3 9 .3

5 4 .8

8 0 .4

6 9 .8

5 5 .9

Algebra

7 0 .5

7 9 .7

6 3 .9

6 7 .8

7 4 .3

8 8 .0

7 5 .5

Integers

4 3 .9

6 3 .6

4 2 .6

6 2 .6

7 5 .7

7 9 .9

6 1 .9

Num ber concepts

5 1 .8

5 6 .9

4 2 .4

5 5 .8

6 2 .3

6 5 .8

5 6 .3

Short story,
selected response

86.1

8 7 .7

8 6 .5

8 9 .3

8 6 .5

8 8 .0

8 7 .5

Short story,
constructed
response

4 5 .3

4 9 .9

44.1

6 5 .3

5 3 .2

6 9 .9

5 3 .2

Poetry

7 9 .3

7 7 .2

7 8 .4

8 2 .9

8 1 .5

8 6 .1

8 1 .5

Mythology,
selected response

8 4 .9

8 3 .8

87.1

8 5 .2

8 7 .0

8 8 .0

8 7 .0

Mythology,
constructed
response

4 2 .3

4 0 .4

3 9 .7

4 6 .2

4 7 .4

6 8 .9

4 7 .4

Mathematics

Beading

Criterion-Reference Test Scores; 1993
School
A

School
B

School
C

School
D

School
E

School
F

District
mean

Data management

5 6 .5

7 7 .7

6 4 .5

9 3 .4

8 0 .0

9 1 .6

8 0 .0

Geometry

6 3 .2

6 3 .5

4 6 .7

6 9 .8

7 2 .2

7 1 .9

6 6 .5

Ratio and percent

7 1 .7

6 2 .5

5 1 .3

7 0 .3

7 4 .3

8 4 .4

6 9 .0

Rational numbers

4 8 .0

6 1 .6

4 2 .8

5 4 .4

7 8 .6

7 1 .4

5 9 .9

Algebra

7 0 .5

7 8 .5

4 3 .3

7 4 .4

7 4 .3

8 8 .2

7 1 .6

Integers

4 3 .9

6 2 .2

4 3 .3

65.1

8 0 .7

8 3 .0

6 3 .9

Num ber concepts

5 1 .8

5 4 .7

36.1

5 1 .6

58.1

6 5 .3

5 3 .1

Short story,
selected response

8 9 .0

8 8 .5

8 8 .0

8 7 .0

9 0 .9

9 0 .0

8 8 .9

Short story,
constructed
response

5 1 .7

6 1 .8

4 0 .4

57.1

6 4 .8

7 1 .3

5 8 .7

Poetry

81.2

7 9 .0

7 9 .4

7 1 .7

8 5 .6

8 2 .8

8 0 .2

Mythology,
selected response

8 4 .2

8 8 .3

8 2 .9

83.1

8 9 .7

9 1 .9

8 6 .9

Mythology,
constructed
response

4 5 .8

5 3 .5

5 0 .0

4 5 .0

6 3 .0

7 1 .0

5 5 .2

Mathematics

Reading

Criterion-Reference Test Scores; 1994
School
A

School
B

School
C

School
D

School
E

School
F

District
m ean

Data management

6 9 .6

8 3 .0

7 2 .9

9 0 .9

7 1 .8

6 6 .4

7 5 .5

Geometry

6 3 .7

69.1

6 3 .4

7 1 .7

72.1

6 4 .4

6 8 .0

Ratio and percent

6 4 .2

80.1

7 0 .0

78.1

7 4 .2

7 9 .8

7 3 .3

Rational numbers

4 9 .2

7 0 .9

5 0 .7

7 2 .9

6 3 .9

5 5 .3

5 8 .6

Algebra

6 5 .8

8 4 .2

5 9 .6

7 6 .0

8 4 .4

7 4 .7

74.1

Integers

52.1

6 2 .7

6 0 .0

73.1

7 6 .7

6 5 .0

6 5 .4

Num ber concepts

5 5 .6

53.1

3 6 .6

6 1 .3

5 7 .6

6 3 .7

5 5 .6

Short story,
selected response

8 5 .2

8 6 .0

8 2 .0

8 9 .5

8 6 .0

8 8 .9

8 6 .2

Short story,
constructed
response

4 6 .5

58.1

51.1

6 5 .2

4 4 .0

6 6 .9

5 3 .8

Poetry

7 5 .5

8 4 .3

6 7 .4

8 3 .9

7 8 .7

8 2 .1

7 7 .9

Mythology,
selected response

7 7 .6

8 4 .7

8 3 .6

9 2 .6

7 6 .9

8 5 .2

8 2 .6

Mythology,
constructed
response

4 9 .8

5 8 .0

51.1

5 1 .4

4 5 .6

5 6 .4

5 0 .9

Mathematics

Beading

Criterion-Reference Test Scores: 1995
School
A

School
B

School
C

School
D

School
E

School
F

District
mean

Data management

6 1 .3

6 2 .8

52.1

7 1 .0

8 1 .6

6 5 .2

6 6 .4

Geometry

4 6 .2

3 7 .9

4 5 .5

5 1 .7

7 5 .9

4 2 .0

5 1 .2

Ratio and percent

6 0 .8

62.1

56.1

7 5 .8

8 7 .6

7 5 .5

7 0 .6

Rational numbers

5 0 .3

4 4 .5

4 9 .9

6 3 .2

7 1 .2

5 0 .2

5 5 .8

Algebra

6 4 .0

6 5 .8

4 8 .4

7 3 .2

8 4 .2

4 4 .1

6 3 .4

Integers

6 3 .9

4 4 .9

4 6 .4

7 1 .6

8 7 .5

4 2 .3

6 1 .4

Num ber concepts

46.1

5 4 .3

4 3 .2

5 2 .7

6 3 .8

5 5 .9

5 2 .7

Short story,
selected response

87.1

8 4 .4

82.1

8 7 .3

9 3 .3

8 8 .6

8 7 .7

Short story,
constructed
response

5 0 .9

5 1 .9

5 4 .8

6 7 .4

6 9 .3

6 5 .4

6 0 .5

Poetry

7 3 .0

7 7 .4

7 4 .9

8 4 .0

8 6 .5

8 1 .7

7 9 .7

Mythology,
selected response

8 5 .5

8 3 .2

7 7 .9

9 1 .6

8 6 .7

8 6 .7

8 5 .7

Mythology,
constructed
response

5 7 .5

6 5 .0

4 2 .5

5 6 .6

6 1 .7

5 2 .7

5 5 .8

Mathematics

Reading
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Criterion-Reference Test Scores: 1996
School
A

School
B

School
C

School
D

School
E

School
F

District
mean

Data management

4 9 .4

6 5 .3

66.1

5 3 .0

7 0 .9

8 5 .5

6 5 .7

Geometry

3 5 .6

5 7 .5

5 7 .5

2 5 .2

5 5 .2

5 4 .5

4 6 .5

Ratio and percent

5 3 .2

7 8 .5

8 1 .8

5 1 .6

8 1 .2

7 5 .0

6 9 .7

Rational numbers

2 8 .2

5 4 .7

6 4 .3

4 4 .0

6 2 .4

6 3 .9

5 3 .4

Algebra

5 0 .5

7 0 .5

7 5 .6

5 3 .5

7 8 .9

7 0 .4

66.6

Integers

4 2 .9

63.1

71.1

5 7 .3

7 3 .4

6 2 .7

6 2 .4

Num ber concepts

4 3 .5

6 1 .5

68.8

3 7 .3

6 2 .2

6 9 .1

5 5 .9

Short story,
selected response

8 5 .8

8 7 .6

8 8 .4

85.1

8 7 .6

8 7 .5

8 6 .9

Short story,
constructed
response

5 5 .9

5 9 .0

5 0 .0

6 0 .5

6 4 .7

7 2 .4

6 1 .7

Poetry

7 5 .6

7 2 .0

69.1

68.6

8 5 .0

8 4 .5

7 6 .8

Mythology,
selected response

8 0 .0

8 3 .5

7 6 .2

8 0 .6

84.1

86.6

8 2 .3

Mythology,
constructed
response

5 0 .3

4 8 .2

4 2 .0

4 4 .6

5 5 .8

6 4 .3

5 1 .7

Mathematics

Beading
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